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ABSTRACT 
RECONSTRUCTING A HISTORY OF SPANISH IMMIGRANTS IN 
WEST VIRGINIA: IMPLICATIONS FOR MULTICULTURAL EDUCATION 
FEBRUARY 1999 
THOMAS G. HIDALGO, B.S. WEST VIRGINIA UNIVERSITY 
M.S., SPRINGFIELD COLLEGE 
Ed.D., UNIVERSITY OF MASSACHUSETTS AMHERST 
Directed by: Professor Sonia Nieto 
Spain has had a significant influence on the Americas since Christopher 
Columbus landed at Hispanola in 1492, sailing in a Spanish ship with a Spanish crew. 
That event began a period of conquest that left Spain in control of much of Latin 
America and dominant in the territory that would become much of the southwestern 
and western United States. Much has been written about the conquistadors and 
explorers who came to the "New World," but after this period there is little mention of 
Spanish immigrants in the United States. This country experienced a period of mass 
immigration during the end of the 19th century and the first quarter of this century. 
Spaniards were among them, but accounts of this immigration rarely mention this fact. 
Several thousand Spaniards immigrated to West Virginia, drawn primarily by jobs in 
the coal mines. However, this story is virtually unknown because no one has 
documented it, like so much of America’s past that is ignored in the "official history" of 
the country. 
This study fills a gap in knowledge about Spaniards who came to West Virginia 
while addressing the broader question of who is included and who is excluded in our 
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history. The study employed oral history interviews and a review of documents and 
records to explore and document the experiences of the Spanish immigrants. It found 
that Spaniards immigrated primarily from the southern region of Andalucia and the 
northern regions of Galicia and Asturias. They left Spain for economic, political and 
social reasons and many lived in other countries and states before settling in West 
Virginia. Most labored in the coal mines, struggled in their day-to-day lives and 
experienced the sting of prejudice. They maintained their culture in many ways, 
including language, food ways and by starting a Spanish club in 1938, the Ateneo 
Espanol. The study suggests ideas on how the stories of the Spanish immigrants can be 
used to make a social studies class more multicultural through oral history. It also 
includes a survey of social studies educators and an analysis of textbooks. 
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CHAPTER 1 
INTRODUCTION 
Spain has had a significant influence on the Americas since Christopher 
Columbus landed at Hispanola in 1492, sailing in a Spanish ship with a Spanish crew. 
That event began a period of conquest that left Spain in control of much of Latin 
America. While their influence has been greater "south of the border," Spaniards have 
left their mark on North America as well. Included in their sphere of domination was the 
territory that would become much of the southwestern and western United States - 
Texas, New Mexico, Arizona, Utah, Colorado, California and Nevada. Spain also was a 
player in what became the southeastern United States. Spaniards explored from what is 
now Louisiana to Florida north to Virginia and Tennessee. Along the way they founded 
the oldest permanent city in the United States at St. Augustine, Florida in 1565. 
Much has been written about the conquistadors who came to the "New World" 
in search of riches, adventure and souls to convert to Catholicism. Most of what we 
know about the Spanish influence is confined to the period shortly after the Columbus 
voyage, the so-called discovery of America. There is an abundance of literature that 
focuses on the conquistadores. such as Cortes and the Pizarro brothers and on early 
explorers, such as DeSoto and Ponce de Leon. The results of these exploits have been 
seen as adventures and brave deeds on the one hand, or as crimes against humanity on 
the other, depending on the perspective of the observer. Much less has been written 
about the Spanish exploration that preceded the arrival of the English by a century, a 
period that has been referred to as the "forgotten century" of U.S. history (Judge 1989). 
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These early Spaniards influenced the language, religion and many other cultural 
aspects of what would become part of the United States (Banks 1991). But after the 
periods of conquest and early exploration, there is little or no mention of Spanish 
immigrants, or of their presence in the United States. The United States experienced a 
period of massive immigration during the end of the 19th century and the first quarter of 
this century, mostly from Southern and Eastern Europe. There were Spaniards among 
these immigrants, but accounts of this massive "New Immigration" rarely mention this 
fact. A typical handling of Spanish immigration can be found in Arthur Mann’s 
Immigrants In American Life (1967). Describing 27 nationalities to be found in East 
Harlem, New York, in 1927, he writes "West...are the Jews, sons of many lands; near 
them are the Turks and Spaniards." 
That brief passage is a fairly typical summation of Spanish presence in the 
United States, after, as I’ve noted, the colonial period. 
Both of my grandfathers immigrated from Spain to West Virginia in 1920. It has 
bothered me to some extent that the story of the Spanish immigration to West Virginia 
is virtually unknown and that no one has documented it. Of course, that makes it like so 
much of America’s past that is ignored in the "official history" of the country. I grew up 
aware that I was Spanish and that most everyone else where I lived was not. I am very 
proud of my heritage, although I was pretty much assimilated into the culture of West 
Virginia. When I came to Holyoke in 1986, the large Puerto Rican population inspired 
me to rediscover my Hispanic roots. I took intensive Spanish language classes, and 
eventually went to Spain to live for a year from 1988 to 1989. For several years, I have 
been kicking around the idea of writing something about it, of trying to document the 
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story in some way. In 1993 I interviewed 90-year-old Avelino Cartelle, who had come 
from Galicia when he was a young man. After flirting with some other topics, including 
doing a history of Spaniards who had immigrated to Vermont, primarily because it was 
close by, I finally decided to do my dissertation on the Spaniards in West Virginia. 
I believe I was in a unique position to do this study. I am a product of the 
immigration I studied and because most of the participants in the study either knew me 
or my family, this helped me gain access to them and win their trust. In my preliminary 
field work I was impressed and gratified at the interest and support that people 
expressed. Throughout the process, the Spanish people I spoke with were very pleased 
that I was going to tell "our" story. For example, during my February 1997 field work 
trip, I called Frank Troitino, an 87-year-old Gallego. I did not know him, but another 
Spaniard had given me his name as someone who might be an interesting person to 
interview. Because he doesn’t hear well, I spoke to his wife on the phone and explained 
what I was doing and that I wanted to interview Frank. She told me she thought it was a 
good idea, but that Frank probably would not want to do it. It seems that she and the rest 
of the family had been trying to get him to discuss his life story with someone for years, 
but he was reluctant and had flat out said "no" to several people on other occasions, 
including at least one reporter. I asked if I could come by and talk to him about it. When 
we met, he immediately opened up to me. We talked for more than two hours. I told him 
I wanted to come back and record an interview with him and he said "any time." I went 
back twice and recorded four hours of interviews. His wife was flabbergasted and 
confused. She could not figure out why he was so open with me when he had refused 
others. "Were any of the other people Spaniards?" I asked. She said they were not. 
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"That’s probably why," I told her. Two non-Spanish historians I spoke with in West 
Virginia also encouraged me to conduct this study and were helpful to me. 
A partial explanation for omitting Spaniards from the history of later 
immigration might be because of the small numbers who came to the United States. 
Most Spaniards opted for Latin America, either Cuba or Argentina (Taylor 1971). Even 
most of the research from Spanish sources focuses on the emigration to Latin America. 
Yanez Gallardo (1994) puts it into perspective: 
...Espana se ha mantenido al margen de la emigracion de masas 
con destino a Norteamerica. No se trata aqui de profundizar en las 
razones de la inhibition espanola para emigrar a Estados Unidos, sino de 
destacar, en terminos estadisticos, la escasa importancia de la emigracion 
espanola en la mayor de las corrientes migratoria transoceanicas. 
Tengase en cuenta que no mas del 2 por 100 de los espanoles 
embarcados para America fueron directamente a Estados Unidos, y un 
tercio de ellos lo hizo entre la Primera Guerra Mundial y la inmediata 
posguerra (pp. 57-58). 
[...Spain has been at the margin of mass emigration to North 
America. The issue is not to look deeply at the reasons for Spanish 
inhibition toward emigrating to the United States, only to point out, in 
terms of statistics, the scarce importance of Spanish emigration in the 
majority of accounts of transoceanic migration. Keep in mind that no 
more than two out of 100 Spaniards who embarked for America went 
directly to the United States, and one third of them did it between the 
First World War and the immediate post war period. (My translation)] 
But some Spanish immigrants did come to the United States as Erickson (1976) 
notes: 
The hundred and twenty thousand Spaniards who sailed from 
Coruna and Vigo alone in 1908, and the large number who left Almeria, 
went from dire poverty under the stimulus of necessity. They did not all 
go to South America. Many, perhaps, of them, went to Cuba or the 
United States... Whole villages have gone, taking their priests with them, 
and they prosper. Multitudes go to the United States, and in particular 
from Biscay and Santander (p. 235). 
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The image of immigrants arriving at Ellis Island in the shadow of the Statue of 
Liberty is a popular one in American folklore. The focus is almost always on the groups 
that came in large numbers, such as Italians, Poles and other Eastern Europeans. 
Occasionally, a Spaniard is recognized, as in this passage: 
On seeing the Statue of Liberty upon arrival: "Everybody clapped and 
yelled when they saw the statue because they knew that was America," 
said Dolores Martin, a Spanish immigrant in 1913. "Everybody was so 
happy. ‘We’re in America. We finally got to America.’" People waved 
to her as is she were an old friend (Chermayeff, Wasserman, Shapiro 
1991). 
The literature shows that during the period of mass immigration, Spaniards 
settled in various places in the United States. Several thousand Basques settled in the 
West, including the Pacific Coast states, Nevada, Idaho and Montana, many drawn by 
the sheep industry (Blaud 1974; Douglas and Bilbao 1975; Douglas and Lane 1985; 
McCall 1973; McCullough 1974; Rueda, 1993). Basques as an ethnic group are well 
studied and there is even a Basque Studies Department at the University of Nevada- 
Reno (Rueda 1993). In Boise, Idaho, with a population of 35,000, some 2,000 people 
have Basque names and in the area there still are Basque celebrations, a Basque Center 
and a weekly radio broadcast in Euskera (Femandez-Shaw 1987 pp. 528-529). Other 
than these exceptions, however, Spaniards are absent in most accounts of U.S. history or 
even in immigration history specifically. 
Statement of the Problem 
This study addresses the deficiency in knowledge about Spaniards who came to 
West Virginia. It provides a unique contribution to the literature by exploring and 
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documenting the experiences of Spanish immigrants in West Virginia in order to fill a 
gap in the history of this country. This study is important for educators with a 
multicultural perspective, regardless of discipline. 
Because of their relatively low numbers, Spaniards are practically an invisible 
ethnic group in the United States. But their legacy is clear in many ways. It probably is 
most evident in the 25 million people of Hispanic/Latino heritage who live in the United 
States. It can be seen through today’s political debate in the controversy stemming 
from immigration from Latin America. If you want to start an argument, possibly a fist 
fight, just about anywhere, mention two words: bilingual education. The majority of 
children receiving bilingual services are Hispanic and receive services in Spanish. 
There are large gaps in the history of this country taught to children (Zinn, 1980; 
Takaki, 1993; Loewen, 1995). Although America is a multicultural society and has been 
since its inception, too many people are left out of the story. They tend to be people of 
color, women, poor and working class people, gays and lesbians, most ethnic groups, 
anyone, in fact, who does not seem to fit the paradigm of the dominant group: white, 
male, middle or upper class, Christian, English-speaking, without an accent, and 
heterosexual. Anyone outside of this model is relegated to the margins of our society. 
Instead of an inclusive picture of multicultural America as it is in all of its diversity, 
our official history continues to reflect a narrow view of society in which only a select 
group of privileged white males are accorded importance and a position of high 
standing. History becomes romanticized and the exclusive domain of the dominant 
group. We are presented with a "melting pot" myth, instead of a realistic view of our 
past. How U.S. history is told profoundly affects how society functions today. It has 
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much to do with how people see themselves and their place in the world and in their 
community. It influences who can speak and what is spoken about, who has a voice that 
is heard and who is silenced. The selective, exclusive way of telling our nation’s history 
creates a false idea of what it is to be an American. This can fuel anti-immigrant 
hysteria and xenophobia, lead to racist attacks on people, and create a backlash against 
efforts to promote social justice and human rights. An incomplete, slanted view of 
history prevents us from seeing how our present was created and the possibilities for our 
future. As time marches on, we are losing stories of people who have made significant 
contributions to this country and continue to do so. 
Purpose of the Study 
The purpose of this study was to document the experiences of Spaniards who 
immigrated from Spain to West Virginia, primarily during the early part of this century, 
and their descendants, explore their story as a model for using oral history in the 
classroom, and examine the implications for curriculum reform. This study focused on 
the experiences of Spanish immigrants who came to West Virginia earlier in this 
century, but whose story has never been told. The study documents their story before it 
is lost forever and fills a gap in the history of the United States by including the stories 
of people who made a contribution to the country so that we will have a more complete 
picture of our past. Through oral history interviews and a variety of records and 
documents, I tell a story of their experiences. Through a survey of social studies 
curriculum directors and a review of textbooks, I looked at how their experiences are 
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being used in educational settings now. I will offer suggestions about how their 
experiences could be used to make social studies curriculum more multicultural. 
The study was guided by several research questions. The "grand tour" question 
(Werner & Schoepfle,1987) is a statement of the issue being examined in the study in its 
most general form. This question is consistent with the emerging methodology of 
qualitative design and it is posed as a general issue so as not to limit the inquiry 
(Creswell,1994). 
My study has four primary research questions: 
1) What were the experiences of Spaniards who immigrated to West 
Virginia, and of their descendants? 
2) Are the experiences of Spanish immigrants being used as a data source 
for curriculum now? If so, how? 
3) How can the experiences of Spaniards who immigrated to West Virginia 
and those of their descendants be used to make school curriculum more 
multicultural? 
4) How can educators use oral history as pedagogical and curricular 
strategies? 
In exploring the history of Spanish immigrants, I posed several sub-questions 
that narrowed the focus of the study without constraining it, as suggested by Creswell 
(1994) and Miles and Huberman (1984). These became topics that I explored in the 
interviews, documents and archival materials. The sub-questions were: 
What were the circumstances that caused people to leave Spain? Where are the 
immigrants from in Spain? 
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What was the situation there? How did they happen to come to West Virginia? 
Did they go anywhere else first? 
What was life like for them in West Virginia? 
What type of work did they do? What was it like being Spanish in West 
Virginia? 
How did Spaniards maintain their identity? traditions? celebrations? music? 
food? clubs or associations? 
How were Spaniards treated? Was there prejudice against Spaniards? 
What were their experiences in school? 
I began the study with these basic questions, but I allowed them to evolve and 
change during the process, which is consistent with an emerging design (Creswell 
1994). 
Significance of the Study 
This study is important for several reasons. First, it documents a chapter of this 
country’s history that has been largely ignored. No other study centers on the 
experiences of Spanish immigrants who came to West Virginia and their descendants. 
In spite of the large numbers of Spaniards who settled in West Virginia and worked in 
the coal mines in the early part of the twentieth century, their stories are virtually lost. 
Through interviews, records and documents, this study tells some of their stories. 
Secondly, this study has implications for curriculum recommendations in many areas, 
including multicultural education, history, social studies, ethnic studies, and Spanish 
language instruction. The study looks at how the story of the Spanish immigrants can be 
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a model for using oral history in the classroom. The study includes a survey of social 
studies curriculum directors who were asked how the information can be used in 
educational settings and a review of West Virginia History textbooks. 
Third, this study goes right to the heart of multicultural education by challenging 
the narrow view of what it means to be an American and expanding the definition to 
include others. The exclusionary view of what it means to be an American has created a 
false idea which can fuel anti-immigrant hysteria and xenophobia, lead to racist attacks 
on people and create a backlash against efforts to promote social justice and human 
rights. This study focuses on a group of people who don't fit the dominant paradigm, 
but who are Americans and have made rich contributions to this country. Fourth, the 
study also makes a contribution to recognizing the rich ethnic diversity of this country, 
by telling the story of some of the Spanish immigrants and their descendants, mostly in 
their own words, through oral histories and documents and records they left behind. 
Through this study, we know a little bit more about who we are as a people and as a 
country. 
Delimitations and Limitations of the Study 
Delimitations suggest how a study will be narrowed in scope (Creswell,1994). 
My study confines itself to Spaniards who settled in southern West Virginia, in the 
vicinity of Beckley. I placed this limit on the study because so many of the Spaniards 
who came to West Virginia settled in this area, and I had access to a considerable 
amount of information about them, including participants to interview and records to 
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analyze. I have touched on the fact that there were Spaniards outside of this area 
through one source I have, coal company records. 
Limitations refer to the potential weaknesses in a research study (Creswell, 
1994). Finding informants who remember the process of migration from Spain to the 
United States was difficult. Most of the adults who immigrated during the period in 
question are dead. Their voices have been lost to us. Many of their children who were 
old enough to remember immigrating are also dead. Some of their children who came 
with them, or followed shortly thereafter, were young and have limited recollections of 
the immigration process. Most of the participants in my study, whether they were 
interview subjects, or simply helped me gather information in other ways, are the 
children of immigrants who grew up in West Virginia. They had limited or second hand 
knowledge of life in Spain and the process of immigrating, but were able to re-create a 
picture of what their life was like in West Virginia. 
There are many limitations to using documents or records. They can be lost, 
misplaced, destroyed, or otherwise unaccounted for. They also can be incomplete, 
inaccurate, or inaccessible. I encountered some of these limitations in my work. For 
example, the state department of mines records that document the number of immigrant 
miners in the state are incomplete, and some of the naturalization papers I looked for are 
missing. 
There may be a gender bias to much of my data. Coal company records, for 
example, deal only with men. The majority of the naturalization documents that I saw 
were filled out by men seeking citizenship, although there were some women included. 
The Ateneo Espanol was started and run by men, and until recently, no women served 
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as officers, although there were women members. To try to make up for this potential 
bias, I intentionally sought women to interview. 
Researcher bias is always a potential limitation. I feel extremely close to the 
subject because my family immigrated from Spain to West Virginia. The fact that this 
story has never been documented is troubling to me and is a driving force behind my 
work. I tried to prevent my passion for the subject from clouding my judgment in any 
way. At the same time, however, I believe I was in a unique position to conduct this 
study because I am a descendent of Spanish immigrants who came to West Virginia. I 
share a bond with all of the participants in the study. All of the participants knew me or 
my family. I believe this closeness to the topic actually was a strength as I did the 
research, analyzed the data and reported the findings. 
Summary 
Spain has had a significant influence on the Americas since the Columbus 
voyage, including the land that would become the United States. However, most of what 
we know about the Spanish influence is confined to the period shortly after the so-called 
discovery of America. Much has been written about the conquistadors who came to the 
"New World" in search of riches, adventure and souls to convert to Catholicism. These 
early Spaniards influenced the language, religion and many other cultural aspects of 
what would become part of the United States. But after the periods of conquest and 
early exploration, there is little or no mention of Spanish immigrants, or of their 
presence in the United States. During the end of the 19th century and the first quarter of 
this century, the United States experienced a period of mass immigration, mostly from 
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Southern and Eastern Europe. There were Spaniards among them, but accounts of the 
"New Immigration" rarely mention this fact. Both of my grandfathers immigrated from 
Spain to West Virginia in 1920 to work in the coal mines. They were among thousands 
of Spaniards drawn to the state at that time. Because I could find nothing about this in 
our "official" history, I decided to explore and document the experiences of these 
Spanish immigrants and their descendants before their stories are lost to us forever. 
This study fills a gap in the history of the United States while using the story of 
the Spaniards as a model for using oral history in the classroom and exploring the 
implications for curriculum reform. Along with oral history interviews, I also used a 
variety of records and documents, a survey of social studies curriculum directors and a 
review of textbooks to explore how this information can be used in educational settings. 
This study goes right to the heart of multicultural education by challenging the narrow 
view of what it means to be an American. The study recognizes the rich ethnic diversity 
of this country by telling the story of some of the Spanish immigrants and their 
descendants, mostly in their own words, through oral histories and through documents 
and records they left behind. 
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CHAPTER 2 
REVIEW OF THE LITERATURE 
I reviewed the literature in three areas that are relevant to my study: an overview 
of Spanish immigration to the United States, the teaching of social studies from a 
multicultural perspective, and the use of oral history in education. 
Review of Literature about Spanish Immigration to the United States 
The literature reveals that although Spaniards have had a great deal of influence 
in the Americas, including the United States, and that there have been substantial 
numbers of Spaniards who have immigrated here, there has been little written about 
them and they have been invisible in most history textbooks and school curricula. 
Nearly 8,000 Spaniards, mostly from the southern province of Andalucia, emigrated to 
Hawaii to work in agriculture between 1907 and 1913 (Lozano, 1981; Santucci, 1994; 
Rueda, 1993). They were recruited by Hawaiian sugar planters who sent agents to 
Malaga, a sugar planting region. Although the Andaluces had known little but 
agricultural work, the working conditions in the plantation system of Hawaii were 
intolerable. Within a few years, most of them moved on to California where they 
continued to work in agriculture (Lozano, 1981). Some of the descendants of these 
Spaniards in recent years have formed clubs to maintain their cultural ties (Santucci, 
1994; Pacific Historian, 1982). 
A large community of Spaniards developed in Ybor City, Florida, founded by 
Spanish-born Don Vincent Martinez Ybor, near Tampa (Mormino and Pozzeta, 1987). 
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Ybor started the cigar industry, which attracted several thousand Spaniards, most of 
whom came from Asturias and Galicia, along with a small group from Cataluna. Most 
of them went first to Cuba before moving on to the Tampa area. By 1910 there were 
2,337 Spaniards in the Tampa area. Many commuted between Spain and the Americas, 
maintaining separate households on both sides of the Atlantic, intending to save money 
to buy land and return to Spain. They also developed mutual aid societies such as El 
Centro Espanol and El Centro Asturiano (Mormino & Pozetta, 1987; Westfall, 1982) 
and raised money and supplies for the Spanish Republic during the Spanish Civil War 
(Tignor, 1990). 
Spaniards immigrated to Vermont, particularly Barre, to cut stone. I learned this 
purely by accident while visiting friends in Burlington, Vermont. One of them asked 
how my work with the Spaniards in West Virginia was going. Another person there, a 
dinner guest, told me there had been Spaniards in Barre who had come to cut stone. He 
suggested I visit the cemetery there and see some of the impressive tombstones. On my 
way back home I stopped there to investigate and I found many tombstones bearing 
Spanish names. I enthusiastically raced among them, writing down names. Rueda 
(1993) mentions these canteros who came from Cantabria on Spain’s north coast 
between 1910 and 1920. Evidently there were a number of Spaniards in the Granite 
State, as Soldevilla (1991) notes: 
Mi padre era cantero de Pedrena...Cuando aqui se acabo el 
trabajo, se marcho con mas del pueblo para el Estado de Vermont en 
Estados unidos...donde habia unas minas muy grandes donde trabajaban 
los de esta zona, que aqui siempre se habia trabajado la piedra y, claro, se 
conocia el oficio. Mi mujer tambien tenia dos hemanos en Nueva Jersey, 
que eran de La Cavada y de alii marcho mucha gente para Vermont, (p. 
71) 
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[My father was a stone cutter from Pedrena...When the work 
ended here he left with others from the town and went to the state of 
Vermont in the United States...where there were some big mines where 
many from this area worked, where they always had worked the stone 
and sure, they knew the official. My wife also had two brothers in new 
Jersey who were from La Cavada and a lot of people from there went to 
Vermont. (My translation)] 
Nearly 2000 Canary Islanders settled in southern Louisiana between 1778 and 
1783. Many of the descendants of these Spaniards remain in the same communities. 
Although assimilation has taken its toll on the Islenos, some efforts have been taken to 
reverse that trend and maintain their culture. An Isleno Museum has opened in St. 
Bernard Parish, near New Orleans, to preserve artifacts of the past, and some Isleno 
leaders continue to teach Spanish to the young (Din, 1988). 
The Spanish Civil War also led to the emigration of hundreds of thousands of 
Spaniards, and some came to the United States. Among them were scientists and writers 
(Giral, 1994; Sanchez Albornoz, 1991). My father, who was bom in the United States 
and went to Spain when he was five years old and grew up there, returned to the 
United States following the war. Francisco Troitino, originally from Galicia and a 
person I have interviewed, also immigrated to West Virginia following the civil war. 
Rueda (1993), through census numbers and personal interviews, also has 
documented other pockets of Spaniards, although the numbers are somewhat unclear. 
As many as 20,000 Spaniards settled in New York, particularly New York City, 
according to 1930 census figures he cites. However, anecdotal evidence he provides 
through interviews with Spaniards who lived there show there were many more. For 
example, one Spaniard said that when he arrived in 1926 there were 25,000 to 30,000 
Spaniards in a 30-block area in Brooklyn alone. Another person puts the number at 
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10,000. About 5,000 Spaniards found their way to New Jersey, according to the census. 
However, one person interviewed put the number in the Fleming Avenue neighborhood 
in Newark alone at 10,000, many of them illegal. Whatever the numbers were, there 
were sufficient Spaniards to start many associations, clubs and centers. More Spaniards 
were drawn to Connecticut, especially Bridgeport, between 1910 and 1920. Again, the 
1920 census shows about 400 Spaniards there. But one person who lived there says 
there were 5,000; another says there were only three or four thousand, still far more than 
the official census. Rueda (1993) believes that many moved to other places, returned to 
Spain or never filled out the census forms because of their "caracter golondrina." or high 
mobility (p. 94). The sometimes significant differences in the official statistics and the 
anecdotal memories lead me to question census numbers and I will not deal much with 
them in this study. Even with today’s technology and resources, government officials in 
1990 admitted that the numbers are consistently undercounted by about five percent, 
particularly among minority groups (Fox, 1996). 
Elsewhere in New England, Rueda (1993) reports pockets of Spaniards in 
Massachusetts, particularly Boston and Westfield, and Rhode Island, most notably in 
Providence and Pawtucket. Other states with considerable Spanish immigration were: 
Pennsylvania with an official population of 3,000 in 1930, living primarily in 
Philadelphia, Pittsburgh, Bethlehem, Donora, Homestead, Jessup and New Kensington; 
Ohio, with the largest numbers in Cincinnati, Akron, Canton, Cleveland and 
Youngstown. There also were Spanish communities in Chicago, Illinois, Detroit, 
Michigan, and Gary, Indiana. St. Louis, Missouri, had a community with officially just 
under 1,000, butone that exhibited much cohesion, according to Rueda. They lived 
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around the Carondelet neighborhood and had a Spanish consulate. The majority came 
from Asturias and worked in a steel mill. When the mill closed in 1918, many went to 
work in other factories. Others got jobs in a hat factory owned by a Basque. 
An overlooked aspect of America’s immigrant history is how many people 
returned home after coming to the United States. This could be because it doesn’t fit the 
romantic image that traditional historians have created for us of desperately poor 
immigrants coming here, working hard and realizing the American Dream. Wyman 
(1993) contends that during the era of mass immigration, between 1880 and 1930, from 
one-quarter to one-third of all European immigrants to the United States permanently 
returned home. He located and interviewed several returnees and identified many others. 
Wyman found they went back home for various reasons. Many became disillusioned 
and had bad experiences. Others came to make some money and then return; they had 
never intended to stay in the first place. Some left when they lost their jobs and couldn’t 
find new ones. Plain homesickness was a factor that caused many to go back home. 
Working conditions for immigrants were often brutal and they were often exploited and 
were the first to suffer during business downturns. Some could not handle the bigotry 
directed toward immigrants. Spaniards were among the immigrants who returned home. 
Between 1908 and 1923, 153,218 Spaniards immigrated to the U.S., while 61,086, or 40 
percent, returned home (U.S. Secretary of Labor, 1923). 
Among the Spanish immigrants, several thousand settled in West Virginia. But 
similar to the scarcity of information regarding overall Spanish immigration to the 
United States, there is also little written or documented about those who immigrated to 
West Virginia. Rueda (1993) notes that Spaniards formed a colony around 1910 in 
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Clarksburg, West Virginia, drawn to the area to work in metals factories. He adds that 
there were Spaniards working in the coal mines as well, although he doesn’t mention 
any towns. Davis (1970) says that Spanish immigrants were critical in launching tin and 
zinc production in the Clarksburg area. Entire families from the town of Salinas in the 
Province of Asturias in northern Spain migrated to Harrison County to work in the 
metal and glass industries. Barkey (1993) notes there were Spaniards in West Virginia, 
but laments the lack of research done on them as well as other ethnic groups in the state. 
Marcelino Garcia was one of these Asturianos who immigrated to West Virginia 
early in this century. He later emerged as a leading figure among Spanish anarchists in 
the United States (Avrich, 1995). 
I was born in 1893 in San Martin (Oviedo) in the Asturias region 
of northern Spain, where all the rebels come from. My father was a 
socialist. We came to the U.S. twice, the first time illegally when I was 
thirteen, then again soon after. At fifteen I was a zinc worker in West 
Virginia...Spaniards like (Pedro) Esteve (editor of Cultura Obrera and 
the foremost Spanish anarchist in America) began coming to the United 
States in large numbers during the 1890s. Many settled in port cities, like 
New York, Boston, and Baltimore, and worked as sailors and dock 
workers...Over the years many moved inland to the mines and factories 
of West Virginia, Pennsylvania and Ohio, and took up their former 
occupations. They were an important element in steel, mining, and 
metallurgy .. . (pp. 210-212) 
Occasionally, Spaniards have shown up in mainstream West Virginia history, 
although not identified as Spaniards. Stevenson (1989) compiled a popular pictorial 
history of coal camps in Raleigh and Wyoming counties from around 1920. On the 
cover is a picture of three young men dressed in suits and bow ties, seated in straight- 
back chairs. The caption reads: Sunday afternoon at the boarding house. Inside, they are 
identified only as Avelino Cartelle, Manuel Basquez and Jose Dominguez. There is no 
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mention that they were recent Spanish immigrants. Coal mining has been the dominant 
industry in West Virginia for generations, and that is one of the reasons Spaniards came 
to the state. Deaths from coal mine accidents were a part of life during those years that 
most of the Spaniards were coming into the state. Coal historian Lacy A. Dillon 
documented many of the deadliest accidents in They Died for King Coal (1985). In one 
incident that occurred on October 22, 1928, six miners were killed in an explosion at 
McAlpin, including one identified as Loraino Ruiz. He actually was Lauriano Ruiz, 
grandfather of Laura Torrico, one of the participants in my study. 
Review of Social Studies Literature 
Reviewing the literature on teaching social studies from a multicultural 
perspective is important because it is the curriculum area where my study fits best. In 
this section, I present a discussion of different levels of multicultural education and 
various approaches to it in the context of social studies because there are distinct paths 
that can be taken. I also present an overview of how social studies, including history, are 
taught in school and the extent to which they provide a multicultural perspective. For 
the purpose of my study, it is also important to examine the literature on social studies 
to see how it addresses issues such as immigrants and ethnic groups and others who are 
generally ignored in the telling of the nation’s "official" story. 
Which Path of Multicultural Education? 
When social studies teachers try to make their teaching more multicultural, they 
face the dilemma and confusion of which path of multicultural education to take, the 
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cultural pluralism model or the assimilationist model (Janzen, 1994). Cultural pluralism 
promotes the idea that when different groups come together they retain much of their 
identity, their language and culture, while building a new community that reflects 
everyone’s values. The assimilationist model sometimes accepts the importance of 
understanding multiple beliefs, but has as its primary goal the amalgamation of all 
groups into the American mainstream. Assimilationists attempt to incorporate all groups 
into a single culture so that they eventually become part of the mythical "melting pot." 
Cultural pluralists, on the other hand, believe that having one set of cultural principles 
amounts to imperialism toward people of color, or others not considered part of the 
mainstream. They see multiculturalism as more than simply appreciating or tolerating 
other cultures, but developing a perspective that affirms other cultures. In what follows, 
I will discuss some of the approaches to multicultural education that has been described 
by some of the leading scholars in the field. 
Five Approaches to Multicultural Education 
Sleeter and Grant (1987) examined the literature of "multicultural education" 
and determined there were five approaches being used: 1) Teaching the Culturally 
Different 2) Human Relations 3) Single Group Studies 4) Multicultural Education and 
5) Education that is Multicultural and Social Reconstructionist. "Teaching the 
Culturally Different" sees multicultural education as something one does for students of 
color to help them function in the public culture of the dominant group, while 
developing a positive group identity which builds on their home culture. However, it 
addresses problems of structural inequality and injustice mainly by trying to equip 
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people of color with the tools to compete with whites, implying that whites don’t need 
to learn anything more than they already know about racism, classism, or other cultural 
groups. The "Human Relations" approach sees multicultural education as a way to help 
students of different backgrounds get along better with each other and feel good about 
themselves within the existing stratified social system. The "Single Group Studies" 
approach focuses on the experiences and cultures of a specific group, such as an ethnic 
group. The tendency here is to ignore multiple forms of human diversity and teach 
about the contributions and experiences of a group without necessarily raising 
awareness of racial oppression or mobilizing for social action. For example, a teacher 
might teach about traditional American Indian cultural practices, but not even mention 
their oppression today. 
The "Multicultural Education" approach emphasizes education that is truly 
multicultural and focuses on five common goa|s that most advocates of this approach 
accept. Gollnick (1980) summarizes the goals as promoting 
... strength and value of cultural diversity.... Human rights and respect 
for cultural diversity.... Alternative life choices for people.. .. Social 
justice and equal opportunity for all people ... and Equity distribution of 
power among members of all ethnic groups, (p.9) 
The "Education that is Multicultural and Social Reconstructionist" approach essentially 
extends the goals of the Multicultural Education approach by preparing students to take 
social action against social structural inequality. Advocates want to help students "gain 
a better understanding of the causes of oppression and inequality and ways in which 
these social problems might be eliminated" (Suzuki, 1984, p. 308). 
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Four Levels of Multicultural Education 
Nieto (1994), noting that multicultural education is a set of beliefs and a 
philosophy rather than a set or fixed program, examined it on four levels: tolerance; 
acceptance; respect; and affirmation, solidarity and critique. Tolerance is the first level 
of multicultural education. Tolerance implies that differences are to be grudgingly 
endured, not embraced, and eventually modified on the way to the ultimate goal of 
assimilation. Our attitudes and behaviors here could be done in a grudging way and not 
get us too far down the road toward making real connections with people, or changing 
society. You can tolerate something, or someone, that you despise. But you have to start 
somewhere, and that would be the purpose of having multicultural education at this 
level. Some important structural changes may occur at this level, such as the 
introduction of team teaching, curriculum changes that encourage foreign languages, 
and the addition of activities on women, African Americans and American Indians. 
However, most teachers operating at this level would believe that being sensitive is 
what multicultural education is about, not overhauling the curriculum. 
Acceptance is the next level. Acceptance implies that differences are 
acknowledged and their importance is neither denied nor belittled. We do not just 
grudgingly "put up with" diversity, we acknowledge that it is something good, 
something positive that we should explore for everyone’s benefit. Here we might see 
more staff of color, professional development opportunities that focus on diversity and 
curriculum changes that reflect the growing diversity of the student body, such as more 
choices of African-American, Irish, Jewish and Latino literature written in English. 
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Students may begin to study issues in their own communities that touch them, such as 
poverty and the lack of health care for many Americans 
Respect is the third level of multicultural education. Respect implies admiration 
and high esteem for diversity. Here, staff would reflect the diversity of the student body. 
The curriculum would be revamped into overarching themes, such as coming of age. 
immigration, and individual and collective responsibility. The curriculum also would 
be antiracist and honest. For example, when studying World War II, students would 
learn not only about the heroic role of the United States, but also of the internment of 
Japanese Americans. There would be high expectations for all students who learn 
together because school staff creatively accommodate different abilities. 
Affirmation, solidarity, and critique is the highest level of multicultural 
education and the most difficult to achieve. Affirmation, solidarity and critique 
recognizes that the most powerful learning results when students work and struggle with 
one another. A school at this level may have the motto: LEARN, REFLECT, 
QUESTION, AND WORK TO MAKE THE WORLD A BETTER PLACE. This 
message would reverberate throughout the school. There would be no "foreign 
languages" because the whole school would be multilingual, with all students learning 
at least a second language. Here we embrace the language and culture of students and 
their families and work to connect with them in as many ways as possible. At the same 
time, we recognize that no culture should be worshipped, but must be open to critique 
and that the status quo must always be questioned. Nothing would be taboo as a topic of 
discussion as long as it is approached with respect and in a climate of caring. At this 
level multicultural education is most active in going beyond the romantic stage of 
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celebrating our differences by confronting the injustice and inequality that exist in 
society largely because people are different. 
Nieto also has defined seven characteristics of multicultural education. She says 
that multicultural education is: 
Antiracist education - It challenges and rejects racism and other forms of 
discrimination in schools and society. 
Basic education - It recognizes that multicultural literacy is just as important for 
living in the world as the "3 Rs" which are based entirely on a narrowly defined "canon" 
of knowledge. 
Important for all students - It is not just for students of color or so-called 
"disadvantaged" students. Since all students are miseducated to the extent that they 
receive a partial and biased education, all would benefit from multicultural education. 
Pervasive - It is not something that happens at a certain time of the day, nor is it 
subject matter to be taught or a class to be taught. Multicultural education should be 
visible in every aspect of education - the physical environment, the curriculum and the 
relationships among teachers and students and community. 
Education for social justice - Multicultural education encourages teachers and 
students to put their learning into action to address inequality and injustice in society. 
Students learn that they have power as individuals and as a group to tackle important 
issues and make change, rather than accept the status quo. 
A process - It is ongoing and dynamic, not a fixed curriculum or set of materials 
to learn. We never stop becoming multicultural people. Knowledge is never complete. It 
is more than just learning facts and figures because it involves sensitivity and 
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understanding and developing relationships among people. It involves changing teacher 
expectations, learning environments and recognizing students’ different learning styles. 
It also involves "unlearning" conventional wisdom and dismantling policies and 
practices, such as tracking, that hurt students. 
Critical pedagogy - Multicultural education is about giving students more than 
one way of seeing the world. It involves recognizing different perspectives, examining 
conventional wisdom and the status quo and looking for greater truths and then 
developing skills to take action for change. It rejects the monocultural path of presenting 
students with one narrow way of seeing the world, one so-called truth and prohibiting 
anyone from questioning it and discouraging them from changing anything. 
These discussions of the views of Sleeter, Grant and Nieto explain how 
multicultural education can be seen at several stages with the most advanced being 
where students become critical thinkers who are prepared to take action to improve the 
world. In what follows, I will discuss how multicultural education is further linked to 
social studies. 
Connections Between Multicultural Education and Social Studies 
Banks (1993) outlines five dimensions of multicultural education that serve as 
powerful conceptual tools for thinking about equity-oriented social studies: content 
integration, knowledge construction, prejudice reduction, equity pedagogy, and 
empowering school culture. These dimensions overlap, and all are related to the 
integration of multicultural and social studies (Boyle-Baise, 1996). Content integration 
deals with the use of examples and information to illustrate key ideas in subject areas. 
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Knowledge construction refers to viewing knowledge as socially defined and influenced 
by powerful social groups. Prejudice reduction refers to the lessening of negative 
stereotypes and promotion of democratic values. Equity pedagogy outlines techniques 
that help raise the academic achievement of culturally diverse groups. Empowering 
school culture refers to the more equitable reconstruction of the school as a whole. 
Boyle-Baise (1996) sees many connections between multicultural education and 
social studies. For one, the principles underlying the Curriculum Standards for the 
Social Studies (NCSS, 1994) related to respect for cultural pluralism and pursuit of 
democratic ideals provide a rationale for the integration of multicultural education and 
social studies. The social reconstructionist model of multicultural education (Sleeter and 
Grant, 1994) is relevant to the definition of civic competence supported by the 
Curriculum Standards (NCSS, 1994). 
The primary goal for the social studies, the promotion of civic competence, is 
defined as preparation for a "culturally diverse, democratic society in an interdependent 
world," which relates to goals within multicultural education for excellent and equitable 
academic education that prepares all children for first-class citizenship, and supports 
democratic ideals such as human dignity, equality and freedom. Also, the principles that 
undergrid the Curriculum Standards are similar to those that ground multicultural 
education. These include a recognition of a common good based on respect for 
diversity, adoption of multiple perspectives that value cultural pluralism, and 
preparation for civic action oriented toward greater social justice for all citizens. Grant 
and Sleeter’s (1994) social reconstructionist approach combines respect for cultural 
pluralism with concern for institutional inequity. 
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The Clash Over Historical Perspectives 
A major source of contention between assimilationists and advocates of 
multicultural education such as Nieto, Grant, Sleeter and Banks, is in historical 
perspectives. While assimilationists say that they welcome new historical views, they do 
not always accept as fact curriculum with a "multicultural perspective." Ravitch (1990), 
for example, argues for a conservative form of multiculturalism that upholds the 
Western basis of U.S. institutions and thought, but that incorporates diverse groups into 
its history and culture only with an emphasis on forging shared goals, beliefs and 
allegiances. She argues that the United States has a common culture that is 
multicultural, but that our main institutions are rooted in Western Europe and should be 
honored by all. Within this framework, Americans share a history of immigration to 
North America and have become unified and all share in America's equality and 
freedom. 
This Eurocentric point of view produces a conservative brand of multicultural 
education and amounts to little more than psychotherapy for whites (Nieto, 1994b; 
Loewen, 1995). Sleeter (1995) points out this the conservative scenario ignores the 
racial, class and gender injustice and inequality that exist today. The conservatives 
claim that ethnic and racial conflict come from excessive group pride rather than 
frustration about persistent lack of access to resources, and they fail to recognize the 
impact of white privilege, which is the advantage that white people have in this society 
simply because of their white skin (McIntosh, 1989). Combleth and Waugh (1993) 
deride the conservative position as a "happy brand of multiculturalism that casts 
everyone into the same immigrant mold — a way of generalizing the White ethnic 
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experience in America to include African-Americans, indigenous Native Americans, 
immigrant Koreans and Mexicans, Vietnamese refugees, everyone" (p. 32). It would 
appear that the assimilationist model is not truly multicultural at all. Instead, it is the 
traditional, Anglocentric curriculum camouflaged to appear inclusive, but with the same 
goal of transmitting a narrow, right-wing, view of America to the nation’s school 
children. 
This debate over which brand of multicultural education to follow reached a 
high point in the late 1980s and early 1990s and revolved around the teaching of history 
and social studies. Combleth and Waugh (1993) examined how education policy was 
made regarding the development of multicultural history-social studies curriculum 
policy in California and New York in the late 1980s and early 1990s. They highlighted 
two interrelated movements that came together in response to this: One, the renewed 
debate over what it means to be an American and, two, how the nation will be re¬ 
defined and envisioned in the next century, both formally by school curricula and 
informally via popular culture. The multicultural facet of the debate concerns how 
different racial and ethnic peoples, perspectives, cultures, and histories should be 
included in a revised national story. The second movement is the continuing struggle for 
knowledge control among historians and in school curricula. To control school or 
curriculum knowledge is a means of exercising power beyond school walls by shaping 
how people understand themselves, others, the nation and the world. 
Combleth and Waugh (1993) contend that a small, but well-funded, media- 
savvy group of neo-nativists, including Ravitch, is leading the effort to preserve a 
narrow conception of America and what it means to be an American by promoting 
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national standards for history education that extol the virtues of a "common American 
culture" (p. 32) and castigate multiculturalists. Neo-nativists have made themselves the 
defenders of "legitimate" history. They downplay diversity and social conflict as "ethnic 
cheerleading" and "tribalism." In California, the neo-nativist version prevailed and it is 
that narrow view of history that is being taught to students. New York tried a different 
tack and attempted to create a history-social science curriculum that called for the 
acknowledgment and study of racism and the continuing struggle to realize democratic 
ideals in everyday life. The New York position also recognized structural inequalities in 
U.S. society. Pluralism is not contained as in California, and diversity is not trimmed to 
fit the European immigrant experience, but neither is the conventional story of America 
directly confronted. Thomas Sobol, commissioner of the New York State Education 
Department, said that he was proposing a curriculum which would "tell more of the 
truth about more of our history to all of our children" and "make sure that all of us 
Americans are included" (Sobol, 1993, p. 263). The curriculum sought to "include the 
experiences of many peoples" and "tell the whole story" (Sobol, 1993, p. 267). 
Having to choose among materials that offer either an assimilationist or a truly 
multicultural perspective often puts social science teachers in a bind. For example, look 
at the western migration of white Americans. Assimilationists see this migration as a 
great achievement that spread civilization from "sea to shining sea." Those with a 
multicultural perspective would suggest also looking at this issue through the eyes of 
Native peoples who might see this so-called great achievement as an invasion through 
which their cultures were decimated and often destroyed. One way to negotiate this 
"teaching minefield" is simple awareness (Janzen, 1994). To an extent, "multicultural" 
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has become a buzz word. Teachers, other educators, parents and students need to enter 
into continued dialogue about the assumptions and interpretations that underlie various 
multicultural curriculum approaches. For example, is everything that is labeled 
’’multicultural" really so? Is the curriculum approach inclusive, or does it force 
excluded people into narrow perspectives and say they’re included? Are people included 
on their own terms, or only on the terms of the dominant group? 
One reason that teachers have such a hard time selecting proper multicultural 
materials, even when they have the best of intentions, is that they are not grounded in 
multicultural theory. Boyle-Baise (1996) says multicultural education is considered a 
"natural" fit and an important perspective for social studies teaching and learning, but 
that integrating or infusing the concerns, issues and knowledge related to multicultural 
education into social studies is problematic for several reasons. Often, because 
integration is a goal for teacher education programs, anything that relates to cultural 
diversity "counts" as multicultural education (Gollnick, 1992). Integration assumes 
working knowledge of multicultural education and a second subject, in this case social 
studies. However, there is evidence that knowledge of multicultural education and 
experience with multiculturalism are limited among current faculty (Gollnick, 1992; 
Grant & Millar, 1992). Further, it is apparent that multicultural education is most often 
organized as an add-on course that supplements, rather than alters, regular programs of 
study (Commission on Multicultural Education, cited in Ladson-Billings, 1995; Grant & 
Secada, 1990; Gollnick, 1992). 
Boyle-Baise (1990) developed a methods course designed to help future 
elementary teachers grapple with ideals for culturally pluralistic, equity-based, and 
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activist-oriented citizenship education and to practice strategies for bringing this stance 
toward social studies to life. Students in the class usually described themselves as 
having previously received a traditional social studies education and remembered little 
about their education for citizenship that was multicultural. They acknowledged that 
they only knew "one side of the story" and "only remember memorizing facts" (p. 83). 
To help them develop a multicultural perspective, Boyle-Baise used various teaching 
strategies, including diversifying content, oral history, literature-based study, social 
issues study and mini-inquiries. 
Referring to the controversy over whose history and what history are taught, 
Polos (1995) notes that there are other pitfalls in writing history and one of the most 
dangerous areas is writing local history. The issue of local history is particularly 
relevant to my topic. Caughey (1943), for example, warns against local boosterism or 
"Chamber of Commerce cheerleading" and the "sword of censorship" or the tendency to 
avoid controversial issues and any information that might be seen as negative or critical 
(p. 3). Another pitfall is the fight over evidence because so many people claim to be 
authorities on local history. Despite these pitfalls, he extended a "warm welcome to all 
who would dig in this soil [local history]. It is no private preserve. Anyone may enter" 
(P-7). 
Loewen (1995) makes a stronger case for people to take history seriously and to 
involve themselves in studying it: 
Citizens who are their own historians, willing to identify lies and 
distortions and able to use sources to determine what really went on in 
the past, become a formidable force for democracy (p. 312). 
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Filling the Gaps 
The teaching of social studies in recent years often has involved filling the gaps 
in the standard texts, often in terms of specific groups of people. (Botsch, et al., 1994; 
Tzuk, 1993; Escamilla, 1996; Nelson, 1993). For example, in African Americans and 
the Palmetto State (Botsch, 1994), the authors attempt to address the dearth of 
information about African Americans in South Carolina, despite the fact that for most of 
its history they were a majority of the state’s population. Yet histories of the state rarely 
give more than a few pages to the contributions of African Americans. This book looks 
at how people lived and at the institutions African Americans created, such as churches, 
schools, business and communities. It looks at political forces that shaped opportunities, 
determined struggle, persistence and endurance. It looks at material contributions, such 
as buildings, wealth, inventions, crafts, and art. It also examines the contributions of 
ideas and feelings and cultural institutions. The authors say they took a multicultural 
perspective because they want students to understand and respect all cultures that have 
contributed to the state. Although they accentuated the positive, the authors included the 
history of white racism in South Carolina because it has had such a profound impact on 
African Americans in their struggle to succeed, as well as the state as a whole. 
There are other examples as well. History of the Jews in Canada: A Textbook for 
High School Students (Tzuk, 1993) was written to address the lack of a suitable 
textbook to use in teaching about Jews in Canada. The book addresses many issues, 
including the Jewish community in various cities, Jewish immigration, Jews in World 
War I and II, and anti-Semitism in Canada. In another example in the United States, 
Escamilla (1996) writes that despite dramatic changes in the nation’s population in the 
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past 25 years, the social studies curriculum in most U.S. schools has remained oddly 
static. She believes that Mexican American history and culture should be better 
represented in the social studies curriculum. She also contends that the low educational 
achievement and high drop out rate among Latinos (NABE News, 1992) can be 
attributed in part to the narrow school curriculum. The typical public school curriculum 
continues, in 1996, oddly as it was in 1968 - homogenous, monolithic, and ethnocentric 
in its content. It has traditionally ignored and omitted the histories of many ethnic 
communities, particularly Mexican Americans. One answer to this obvious neglect is to 
replace the outdated school curriculum with a curriculum that incorporates, in positive 
ways, all the voices of our country (Escamilla, 1996). An example of how this can be 
done is found in a student magazine and curriculum guide designed for social studies 
students that documents Mexican Americans who migrated to northern Oregon (Nusz, 
1994). 
Despite the growing concern for a multicultural curriculum, Caribbeans are still 
barely represented in curriculum materials. Nelson (1993) suggests various reasons for 
students to learn about Caribbean immigration. One, they are different from Mexicans 
and Central Americans, and in the eastern United States - particularly the Northeast and 
Florida - they are changing the political and educational landscapes. Second, the 
immigration of Caribbean peoples is fueled by human rights issues, a topic of growing 
concern and school study. Finally, given our fragile American economy, issues about 
trading with our Caribbean neighbors as well as restricting their entry into the American 
job market need to be examined. Nelson recommends extensively studying the 
individual peoples and countries that are the source of Caribbean immigration, with a 
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separate area on Puerto Rico and Puerto Rican history because Puerto Ricans are U.S. 
citizens. He points out that many Northeastern school districts have units on Mexico, 
yet ignore the Puerto Ricans in their midst. 
The National Japanese American Historical Society, Inc. (1990) addressed 
Japanese immigrants in Strength and Diversity: Japanese American Women 1865 to 
1990 to accompany an exhibit at the Oakland Museum. It is a supplement for studying 
the history of Japanese American women, their immigration, and acculturation, and also 
looks at discrimination, ethnic identity and pride and cultural diversity. 
Another strategy for filling in gaps is to take a broad look at immigration and the 
different ethnic groups who immigrated to a specific area. Gary. Indiana During the 
Great Depression has such a focus (Indiana Historical Bureau, 1993). This local history 
looks at Europeans, Mexicans and African Americans who found their way to Gary to 
work in steel mills and related industries. Immigrants faced discrimination, segregation 
and hardships, with Mexicans and African Americans receiving the worst treatment. 
Europeans were pressured to adopt American ways and found the adjustment difficult. 
Interestingly, the Gary International Institute was formed in 1919 to encourage 
immigrants to retain their ethnic diversity by keeping their cultural traditions alive. In 
another example, a student publication in Iowa, Goldfinch, addresses Iowa’s ethnic 
roots, stressing that knowing your ethnic roots is important in helping understand who 
you are (Gore, 1991). 
Scott and Seidman (1993) examine various immigrant and ethnic groups by 
looking at the folk songs they sang. Glade and Giese (1989) take the romanticized view 
of European immigration to task — "heroes and heroines who bravely overcame 
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numerous obstacles to reach what they knew would be a better home in America or as 
‘tempest-tossed’ wretches expelled from their homelands by forces beyond their 
control” (p.6) -- and take a realistic view of the complex issues surrounding it. For 
example, they look at the resentment and discrimination that immigrants faced here, 
how they often were forced into slums, which in time became ghettos, and the efforts 
that Congress has taken as early as 1882 to restrict immigration from certain nations. 
They note that the romantic view of immigration is oversimplified and that "the story of 
immigration is actually the story of 50 million individual decisions to move to the 
United States and untold millions of other decisions not to do so" (p. 6). They make the 
subject of immigration more relevant by recognizing that today’s immigrants face many 
of the same hardships and that earlier ones did. 
Using the study of an ethnic group and its culture can also be used in foreign 
language study. Chamberlain (1994) incorporated the study of Mexican history, Indian 
groups and Mexican geography, along with Mexican literature for advanced students 
into her Spanish classes. This same strategy could be altered or expanded by focusing 
on an immigrant group’s experience in the United States and incorporating that 
information into the study of the group’s language. Language teachers could focus on 
the immigrant group that is most numerous in their area, Mexican-Americans in the 
Southwest, Puerto Ricans in the Northeast, for example. In West Virginia, Spanish 
teachers could study the history of Spanish immigration to the state in order to make 
learning the language more interesting and relevant to students. 
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The Power of Textbooks 
Looking at textbooks is critical to understanding what is being taught because 
students spend most of their time with the textbook (Apple, 1986; Goldstein, 1978). 
Textbooks are often students’ first exposure to history (Apple & Christian-Smith, 1991) 
and students accept the information in them as true (Kuhn, 1970). Banks (1993) 
contends that texts are still the main source for teaching. Loewen (1995) conducted an 
extensive analysis of 12 textbooks commonly used in American History classes and the 
results are discouraging. He found that the books were boring, avoided controversy, 
excluded anything remotely critical of the United States, and ignored stories directly 
related to present society. The texts were full of irrelevant "factoids" that students 
memorize only to take the next test and then promptly forget. As a result, most children 
are turned off and end up hating history and social studies (Shaughnessy and Haladyna, 
1985; Schug, et al., 1984), especially children of color, women and others who don’t see 
themselves in the celebratory versions presented in the textbooks. Why is history taught 
like this? There is plenty of blame to go around as Loewen (1995) believes the "portrait 
of lying ... (is) a vertically integrated industry, including textbook boards, publishers, 
authors, teachers, students, and the public" (p. 309). Introducing real voices, filled with 
emotion and strong feelings, and presenting history so that it touches students’ lives are 
two suggestions for improving the sad state of teaching history (Loewen, 1995). 
Gordy and Pritchard (1995) conducted an analysis of social studies textbooks to 
determine to what extent they were inclusive of diverse views on U.S. historical events. 
They examined the presentation of slavery in fifth-grade social studies used in 
Connecticut during the 1992-1993 school year. The results showed that students were 
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receiving a sanitized view of the history of U.S. slavery and did not receive, among 
other things, an understanding of the consequences of slavery on generations of 
Americans. They note that given all of the oral histories and stories of African 
Americans and White women that are available, textbook authors can transform their 
presentations of history to make them more complete. 
To the extent that American history is celebratory, it offers no way to understand 
any problem -- such as the Vietnam War, poverty, inequality, international haves and 
have-nots, environmental degradation, or changing sex roles -- that has historical roots. 
Schools must help students learn how to ask questions about society and its history and 
how to figure out answers for themselves. Teachers should introduce fewer topics and 
examine them more thoroughly, delving into historical controversies, and spare students 
the thousands of topics and meaningless data that clutter history textbooks. This 
approach would allow more independent student learning. Having students create 
knowledge, such as by interviewing family members and other members of the 
community, or compiling oral histories of how an event, say, the depression, or 
desegregation affected their town, is another exciting and empowering strategy. Loewen 
(1995) also suggests that when studying history, whether it is reading textbooks, seeing 
historical movies, or visiting museum exhibits, we have to learn how to deal with 
sources. To paraphrase Loewen, he suggests asking questions such as: 
First, why was it written, or painted, and so forth? What was the speaker trying 
to accomplish? Secondly, whose viewpoint is presented? Whose interests are served? 
Whose viewpoints are omitted? Third, is the account believable? Fourth, is the account 
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backed up by other sources? Finally, how is one supposed to feel about the America that 
has been presented, after reading the words or seeing the image presented? 
Engle and Ochoa (1986) recommend that the ideal social studies textbook 
should: confront students with important questions and problems for which answers are 
not readily available; be highly selective; be organized around an important problem in 
society that is to be studied in depth; utilize data from a variety of sources such as 
history, the social sciences, literature, journalism, and from students’ first-hand 
experiences. 
Loeb (1995) graphically highlights the problem of how terrible textbooks turn 
off students. Residents in a small, South Texas town were so disturbed that their 
children weren’t learning in the local junior high that they brought in nationally known 
educator Herbert Kohl to examine the problem. Kohl's first stop was a social studies 
class with a history of difficulties. He found the children to be detached and completely 
uninterested in the subject matter. Kohl picked up the textbook and read out loud from a 
passage which claimed that "the first people to settle Texas came from New England 
and Virginia." He looked at the entirely Mexican American class and asked, "How 
many people believe that?" Heads shot up. He had their attention. "Some of your 
families were here before any of the white people came," Kohl said. "Why does the 
book say this?" The children, aroused from their textbook-induced stupor, came alive 
and engaged in a spirited discussion about their communities and their history. 
39 
Review of Oral History Literature 
Oral history allows the voices of people to come through and provides a forum 
for them to speak for themselves and tell their own story, rather than have someone else 
tell it for them. Oral history has been called "history from below," different from written 
history that too often includes only elites, such as politicians, statesmen and government 
leaders (MacLeod, 1991, p. 1). Others who can be added to that list of "important" 
people who create the official version of history are whites, males, the rich, 
heterosexuals, Christians, and others who are part of the dominant paradigm in the 
United States. The dominant and hegemonic view of history that only leaders or elites 
have played an important and deciding role in the events of the past is a message that 
has been powerfully transmitted through the way in which history is taught in schools or 
promulgated by the media and the thousands of published diaries, biographies and 
histories by and about "important" figures (MacMaster, 1990). A metaphor for this type 
of history can be found in the luxury liner, the Titanic (Brown, 1988). When it sailed on 
its maiden voyage in 1912, its first-class passengers paid the equivalent of $55,000 for 
their passage across the Atlantic. On board were 2,206 passengers and crew: When the 
ship hit an iceberg and sank, 703 people were rescued. Those rescued included sixty- 
three percent of the first-class passengers, forty-two percent of the second class, twenty- 
five percent of the third class, and twenty-three percent of the crew. Diaries that 
describe the experience of the first-class passengers on the top deck survived along with 
them; nothing tells us what it was like on the lower decks. The Titanic can serve as a 
metaphor for what history has been -- a view from the top deck, with the elite speaking 
for the rest, except in rare instances. 
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Slim and Thompson (1995, p. 11) define oral history very simply as the "living 
memory of the past," noting that everyone has a story to tell of her or his past. Allen 
(1981) says oral history is an approach that complements traditional research by 
exploring how a particular historical event or period was experienced by ordinary 
people. "In short, oral accounts provide a wealth of detailed information that puts flesh 
on the bare bones of records and brings events to life" (Allen, 1981, p.56). Randall 
(1985, p. 2) writes that "oral history is about building bridges. It is a way of making 
connections between people and unearthing the richness of human experience and 
struggle." Since the Federal Writer’s Project interviews with former slaves in the 1930s, 
oral history has been about the fact that there’s more to history than presidents and 
generals, and there’s more to culture than the literary canon (Portelli, 1991). One of the 
reasons why oral history has been sometimes less than welcome in some circles is that it 
has questioned many accepted truths, or revealed them to be incomplete or wholly 
incorrect. For example, the official history of slavery had to be rewritten once the ex¬ 
slaves’ testimony was finally taken seriously. The history of Manifest Destiny was 
shown to be seriously flawed once the voices of Native peoples started to be heard. 
One of the most important aspects of oral history is that it provides an 
opportunity to hear voices of people who are rarely heard, those who are usually 
excluded from the conversation and those who leave behind few written records. 
Historian Alice Kessler Harris has said she became interested in oral history when she 
was trying to reconstruct the lives of immigrants who had come from Belgium to 
America and discovered that the written records were very sparse. She decided that the 
only way to reconstruct family lives and cultural attributes of groups of people that had 
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come to America was to start talking to them (Grele, 1991). Roger Daniels, in the 
foreword of The Hood River Issei: An Oral History of Japanese Settlers in Oregon’s 
Hood River Valiev (Tamura, 1993) notes that the Issei — the first generation of Japanese 
immigrants to the United States who came between 1890 and 1924 -- are almost gone. 
Most kept few written records, and much of what they did write was destroyed or lost 
when the U.S. government uprooted them from their homes in 1942 and interned them 
in concentration camps. But Linda Tamura, a Sansei (third generation Japanese 
American), was able to construct the story of rural Japanese American life in Hood 
River, Oregon. Oral history has also been used successfully in telling the stories of other 
groups usually excluded from the "official story" (Frommer & Frommer, 1995; 
MacLeod, 1991; Moon, 1994). 
Oral history can be used as an educational strategy to explore many issues 
central to multicultural education and multiculturalism, including diversity, social 
justice, identity, critical pedagogy and life in the community. Examples of how this has 
been done are briefly described below. 
Diversity 
Noted oral historian Donald Ritchie says the oral historian’s job is not to 
celebrate the past, but to explore and document its diversity and complexity (Ritchie, 
1995). Oral history can be used to expose students to different perspectives (Totten, 
1992; Sears & Bidlake, 1991). It is also an effective tool in teaching about cultural, 
ethnic and racial diversity (Hirshfield, 1991; Steinberg, 1993; Rodriguez, 1991). The 
Shawmont School in Philadelphia felt it had been so successful in making a transition 
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from a homogenous, white population to one more reflective of a multicultural urban 
community that teachers decided to document this through an oral history project that 
involved the students in the collection of primary data (Hirshfield, 1991). 
Diversity raises many exciting possibilities for pedagogy, especially in social 
studies where the subject matter deals with the very groups represented in the 
classroom. Steinberg, a professor in the Department of Urban Studies at Queens 
College, has students conduct an oral history of a person who has experienced a 
sociologically relevant aspect of ethnic history to establish connections between discreet 
individuals and larger historical events or processes they have experienced. Sharing 
their papers among themselves gives students knowledge and understanding about the 
diversity that surrounds them at school and in their communities. 
Social Justice 
Oral history can be used to explore social justice through social issues, including 
many of the so-called "-isms," with some type of action attached to it. A high school 
teacher in rural Kentucky, recognizing that the black students in his classroom knew 
little or nothing about their history or culture, worked with a group of them to develop 
an oral history project to explore their lives and the lives of the community (Stumbo, 
1990). Oral histories gave the students the opportunity to listen to people use language 
to talk about things they care about and to use emotional words with a purpose. 
According to their teacher: 
[0]ur students are learning about their own community, how to be "at 
home," and, we hope, how to act on the knowledge they acquire. 
(Stumbo, 1990, p. 120). 
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Oral history can be a powerful method for addressing social issues in social 
studies, English, and science classrooms, among others, and with themes as diverse as 
the nuclear arms race, racism, human rights, genocide, environmental issues, civil 
disobedience, and hunger (Totten, 1992). By combining oral history and social issues, 
teachers can address what Eisner (1979) called the null curriculum — a neutral course of 
study that avoids issues that may be considered controversial or offers students different 
opinions or perspectives or in any way encourages them to challenge or question what is 
presented to them. The dramas of immigration, assimilation, the search for 
opportunities, and escape from the ravages of war can be easily explored through oral 
history (Hirshfield, 1991). The process of change that links descendants of eighteenth 
century slaves, nineteenth century Irish fleeing potato famine and twentieth century 
"boat people" can be documented through oral history and in doing so forge 
connections with a collective past of nourishing traditions and values that will 
ultimately help people discover their own special identity (Hirshfield, 1991). 
Identity 
Oral history can help students explore their racial and ethnic identity (Steinberg, 
1993). Family identity also can be addressed through oral history. Family stories shape 
our identity by giving messages, offering blueprints and issuing warnings. Even more 
significantly, such stories define the family and all members by creating a cohesive 
force that anchors people to traditions, values and myths which might otherwise be 
forgotten (Hirshfield, 1991). 
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Because dominant groups in society tend to create an "official story" that 
marginalizes, ignores, or negatively labels other groups, oral history can be used as a 
vehicle for members of the oppressed group to explore who they are and to define their 
own identity. When she went to Nicaragua following the Sandinista revolution, Randall 
(1985) found oral history to be a useful tool for recuperating a collective identity of the 
past, in this case, an identity that had been suppressed by the brutal dictatorship of 
Anastazio Somoza. 
Sharing stories generated by oral histories is a way to bring different people 
together and can serve as a springboard for further dialogue. For example, students in 
Appalachia developed an exchange with students on a kibbutz in Israel and shared 
stories about their lives (Stumbo, 1990). Swap and Krasnow (1992, p. 51) suggest that 
the 
. .. quest to discover one’s own identity is a powerful motivator of 
learning. Moreover, recognition of important themes in one’s own 
culture may lead to curiosity about whether and how those themes are 
addressed in other cultures. 
Critical Pedagogy 
Part of education should be about equipping students with the skills they need to 
be critical thinkers (Freire, 1970). Oral history can be used as a strategy for critical 
pedagogy, to encourage students to question assumptions, so-called common knowledge 
and "facts" they are supposed to accept as true just because a teacher or a certain 
textbook or "leader" says so. Educators need to encourage students to question what 
they see, read, and hear. Students should be challenged to constantly search for the 
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greater truth. Much of what students read in textbooks and what teachers present to 
them seems to wrap up knowledge in neat, little packages. Most high school courses, 
however, don’t explore issues or raise questions about this knowledge. They consist of 
reading selections and then discussing a set of questions that are answered quickly and 
neatly (Moffett, 1988). Oral history provides different points of view and often 
contradictory information for students to delve into (Stumbo, 1990). Including social 
issues in the curriculum provides students with opportunities to engage in critical and 
creative thinking, reflective inquiry and decision making - all of which are crucial 
abilities and skills for citizens of a democracy, especially if the democracy is to remain 
vital (Totten, 1992). To keep controversies out of the school is to keep thought out 
(Rugg, 1941). 
Feminist and community-based groups have viewed oral history as a 
consciousness-raising and organizing tool. The self-analysis and the consciousness 
raising that come from oral history interviews are shared by both the interviewer and the 
informant. Oral history does not begin with one person observing another, but with two 
persons meeting as equals to bring together their different types of knowledge and 
achieve a new synthesis from which both will be changed (Portelli, 1991). For example, 
if one is doing an oral history of a new immigrant, the interviewer is going to be 
changed by the experience of hearing the immigrant’s story and the immigrant will be 
changed by the process of relating the story to another person, discussing his or her life 
in depth, and reflecting and responding to questions. 
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Life in the Community 
Finally, oral history can connect the classroom with life in the community. It is 
necessary to connect what goes on in our classrooms with the real world and of finding 
ways in which our history means more than a couple of paragraphs in a textbook that 
are memorized and then forgotten (Stumbo, 1990). By interviewing grandparents, senior 
citizens in the community, or parents, students place themselves within a living history 
in the United States. With this historical study, the students learn about their own 
culture and are able to write about it (Pass, 1992). People in the community become 
"living archives" (Breen & Sobel, 1991, p. 4). As eloquently expressed by Stumbo 
(1990), 
The genuine can be found not only in the writing of people like Faulkner 
and Hemingway, but also in the voices of the people just beyond our 
classroom doors. The real fuel is out there - so is the learning. We just 
have to open the doors, (p. 121) 
My own research addresses life in the community. For example, the people I 
interviewed described life in Spain, why people decided to leave and come to the United 
States and how they ended up in West Virginia. They talk about many aspects of life in 
the coal camps, from the hardships of coal mining, the struggle to survive, and facing 
prejudice to maintaining their Spanish identity and culture in Appalachia and 
experiences in school. 
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Summary 
The literature shows that a significant number of Spaniards immigrated to the 
United States during the early part of the twentieth century. These include groups who 
emigrated to Hawaii between 1907 and 1913 to work in agriculture, to the Tampa, 
Florida area to work in the cigar industry and Vermont to cut stone. Thousands also 
settled in such places as New York, New Jersey, Connecticut, Pennsylvania, Ohio, 
Massachusetts and Rhode Island. There were also Spanish communities in such cities as 
Chicago, Detroit and St. Louis. 
The literature on teaching social studies from a multicultural perspective shows 
that teachers often face the dilemma of which path to take, cultural pluralism or 
assimilation. One important area where these different views clash is in historical 
perspectives. Assimilationists advocate a narrow, Eurocentric point of view that casts all 
Americans into the same immigrant mold, avoids controversy and ignores the role of 
women, minorities, the poor, working people — anyone who does not fit the dominant 
paradigm. True multiculturalists advocate a more inclusive view of our history that 
reflects our diversity, different perspectives and an honest exploration of the past, 
including controversial issues. The teaching of social studies from a multicultural 
perspective offers an opportunity to fill the gaps in our history by going outside the 
standard textbooks which exclude diverse views and reflect the assimilationist 
perspective, according to the literature. 
Many groups, including African Americans, Mexican Americans, Jews and 
Japanese are being studied through supplementary materials. Oral history — often called 
"history from below" -- allows the voices of people to come through and provides a 
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forum for them to speak for themselves and tell their own story, rather than have 
someone else tell it for them. The literature shows that oral history can be used as an 
educational strategy to explore many issues central to multicultural education, including 
diversity, social justice, identity, critical pedagogy and life in the community. The 
literature speaks to my study which documents the experiences of Spaniards who 
immigrated to West Virginia, but have been ignored in our "official" history; uses oral 
history as a method to explore their experiences and offers ideas on how to use it in the 
classroom. 
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CHAPTER 3 
METHODOLOGY AND PROCEDURE 
The purpose of the study was to explore and document the experiences of 
Spaniards who immigrated from Spain to West Virginia, primarily during the early part 
of the twentieth century, and their descendants. This story has never been told publicly, 
and the study documents it before it is lost forever and explores it as a model for using 
oral history in the classroom. Implications for curriculum reform also are explored. This 
study fills a gap in the history of the United States by including the stories of people 
who made a contribution to the country so that we will have a more complete picture of 
our past. Through oral history interviews and a variety of records and documents, I tell 
a story of their experiences. In addition, through a survey of social studies curriculum 
directors and a review of textbooks, I explore how this information can be used in 
educational settings. 
The study was guided by four primary research questions: 
1) What were the experiences of Spaniards who immigrated to West 
Virginia, and of their descendants? 
2) Are the experiences of Spanish immigrants being used as a data source 
for curriculum now? If so, how? 
3) How can the experiences of Spaniards who immigrated to West Virginia 
and those of their descendants be used to make school curriculum more 
multicultural? 
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4) How can educators use oral history as pedagogical and curricular 
strategies? 
The bulk of my study follows a qualitative methodology, although it is 
complemented with quantitative data. There are several basic assumptions about 
qualitative research which distinguish it from quantitative research (Creswell, 1994). 
The quantitative researcher frequently views reality as objective and independent of the 
researcher and as something that can be measured by a questionnaire or an instrument. 
The qualitative researcher generally believes reality is constructed by the individuals 
involved in the research situation and that multiple realities exist in any given situation. 
In the quantitative approach, the researcher supposedly can remain distant and 
independent of what is being researched. In the qualitative approach, researchers usually 
interact with those they study and seek to minimize the distance between themselves 
and the participants in the study. In quantitative research, there is a widely held 
assumption that the researcher’s values are kept out of the study. The written report, for 
example, omits statements about values, uses impersonal language and reports the 
"facts" -- arguing closely from the evidence gathered in the study. Qualitative 
researchers usually admit the value-laden nature of the study and include their values 
and biases. I pose these arguments as dichotomies, recognizing that the two methods of 
research, qualitative and quantitative, can be complementary. In fact, I think that using 
both approaches together has allowed me to create a good profile of the Spanish 
immigrant community in Southern West Virginia. 
My study was well suited for using both qualitative and quantitative methods 
because it was exploratory in nature. Very little has been written about recent Spanish 
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immigrants, and practically nothing about those in West Virginia. I knew that there was 
not a huge population of Spaniards to study. Because a major thrust of the study is to 
document a story heretofore ignored, I decided to cast a broad net for information and 
the qualitative approach, complemented with quantitative data, provided me the 
flexibility to do that. The study was designed to pursue any and all sources that might 
produce information about Spanish immigrants in West Virginia. 
I also conducted a survey of social studies curriculum directors in West Virginia 
to determine if information about Spanish immigrants is used now as a data source for 
curriculum and to determine how educators could use the information from my research 
study in schools. Because of limited response to the survey, I analyzed the textbooks 
used in West Virginia history for content about Spanish immigrants in the state. I also 
was able to quantify some of the data I generated from documents or records. The use of 
quantitative pieces expanded my study by adding scope and breadth to the work (Greene 
et al., 1989). They also embellished what is primarily a qualitative study (Steckler et al., 
1992). 
In the remainder of this chapter, I will discuss the design of my study, data 
collection and how I analyzed the information I gathered. 
Design of the Study 
The study consists of the following components: 
1) A series of in-depth oral history interviews with five Spaniards who 
immigrated to West Virginia and 10 children of Spanish immigrants. 
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2) The review of a variety of documents and records that yield information 
about Spanish immigration, including: 
a. Records of the Ateneo Espanol, an association formed by Spanish 
immigrants in, 1938 in Beckley, West Virginia. Among the 
records are membership lists, financial statements, and meeting 
minutes. 
b. State Department of Mines records which noted the ethnic 
background of all miners. 
c. Forms that immigrants filled out if they applied for citizenship 
d. Grave markers from the cemetery where many Spaniards are 
buried. 
e. Other records or documents, such as personal papers, family 
histories, photographs, and material culture that surfaced during 
the study. 
3) A survey of the school system and an analysis of textbooks to determine 
if the experiences of Spanish immigrants are reflected in the curriculum 
The study unfolded in three phases. Phase I was an exploratory period to 
accomplish the following: a) Investigate the validity of the study; and b) gather 
preliminary data. Because so many of the Spanish immigrants had died or left the area, I 
did not know how much information I would be able to find. I thought it would be wise 
to do field work in West Virginia to determine if the study was viable. During this 
phase, I identified a pool of participants to interview, and I conducted some interviews. 
I also developed a list of other participants who might be able to provide information. In 
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addition, I gathered and examined existing documents that I could use. I also developed 
and pilot tested the instrument I used to survey social studies curriculum directors. 
During Phase II, I identified and interviewed more participants, gathered further 
information from contacts and continued to examine documents, records and other 
evidence of Spanish presence in West Virginia. This was the data completion stage. 
During this stage I also conducted the mail survey of social studies curriculum directors 
and the analysis of West Virginia history textbooks. 
In Phase III, I analyzed the data and wrote the results. 
Data Collection Procedures 
Data collection steps involve (a) setting the boundaries for the study, (b) 
collecting information through observations, interviews, documents, and visual 
materials, and (c) establishing the protocol for recording information (Creswell, 1994). 
Setting the Boundaries: Parameters for Data Collection 
I employed the four parameters suggested by Miles and Huberman, 1984): 
o the setting (where the research will take place); 
o the actors (who will be observed or interviewed); 
o the events (what the actors will be observed doing or interviewed about); 
o the process (the evolving nature of events undertaken by the actors 
within the setting). 
The Setting. The setting of this study is southern West Virginia, and I made 
several trips there to do field work. I did most of the analysis and writing in 
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Massachusetts. In addition, I made one trip to North Carolina to interview a participant 
who lives there, but grew up in West Virginia. The area to which the Spaniards in my 
study were drawn was rural, mountainous and isolated in the early part of the century. 
Even today, the largest town by far in the area is Beckley with about 20,000 residents. 
Spaniards came there primarily because of the thriving coal industry, like thousands of 
other European immigrants. In those "pick and shovel" days it was easy to get a job in 
the mines because there was great demand for coal and not enough native bom West 
Virginians to dig it out of the ground. And you didn’t need to speak English to do the 
job. The landscape was dotted with little towns called coal camps because they grew up 
around mines. Usually, the company which owned the mine also owned all the houses 
that the miners and their families lived in. People who lived in the coal camp also did 
most of their shopping at the one store in the town, also owned by the coal company. 
When Tennessee Ernie Ford sang his classic song "Sixteen Tons," he was referring to 
places like those in West Virginia that these Spanish immigrants came to. 
The Actors. The participants in the study are Spanish immigrants who came to 
West Virginia in the early, 1900s and their descendants. Unfortunately, most of the 
Spaniards who immigrated had died by the time I started doing my study. I am fortunate 
that I was able to speak to several, though, the youngest of whom was 87 at the time I 
interviewed him. Most of the participants are the children of the immigrants and were 
bom and raised in West Virginia. 
The Events. I interviewed people and gathered documents relating to the 
experiences of Spaniards who immigrated to West Virginia and their descendants. I was 
interested in finding out historical information about them. For example, I wanted to 
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know where they were from in Spain, what their lives were like and why they decided to 
make the dramatic decision to leave their country. I also wanted to know something 
about how they ended up in West Virginia, and once there, what were their lives like? 
The Process. I paid close attention to how people described their experiences and 
those of their families and the Spanish immigrant community. I gathered as many 
documents that I could that would tell me something about their experiences, as well. 
As I gathered information, I examined it to see how the experiences of the Spanish 
immigrants could be used to make educational curricula more multicultural. 
Data Collection and Recording 
Oral History Interviews 
I identified as many people as possible who immigrated from Spain to West 
Virginia, primarily during the period in question, 1900 to about 1930. Because my 
preliminary research showed that this pool was small, my only criterion was that they 
were Spaniards who immigrated to West Virginia. I also identified as many children of 
immigrants who grew up in West Virginia as possible. From this pool, I determined 
who potentially had the most information to share and was willing to participate. I 
selected 15 people to interview. I recorded interviews with each person for at least two 
hours and several participants for four hours, or more. 
I originally planned to tape each interview with two tape recorders. In case one 
recorder failed, the second would serve as a backup, plus I would have one cassette to 
file and another to listen to. Unfortunately, one of the recorders malfunctioned and I was 
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able to record just one tape of many of my participants. I kept a simple log of each 
interview with the name of the participant, date of the interview and its length. I 
transcribed four of the participants word for word myself and hired transcriptionists to 
transcribe six others. I retained four copies of each interview, one for my files, a second 
to write on, a third to cut and paste in my computer, and a fourth on a disc. 
I did not transcribe interviews of five of the participants. Two were of poor 
quality and difficult to understand in places; so I listened to them and took extensive 
notes of the entire interviews, then focused on passages that seemed to speak to themes 
that had been emerging in the transcripts. One of the interviews was of a more recent 
immigrant. I decided that his personal experiences did not fit in to this study, although I 
took extensive notes of his interview which dealt with stories of his family members or 
acquaintances who did come early in the twentieth century. I also did not transcribe the 
last two interviews, in large part because of time and financial constraints. However, I 
listened to them and took notes, looking in particular for information that might counter 
or support emerging themes. 
Documents and Records 
Lincoln and Guba (1985) distinguish documents and records on the basis of 
whether the text was prepared to attest to some formal transaction. Thus records include 
marriage certificates, driving licenses, building contracts, and banking statements. 
Documents, on the other hand, are prepared for personal rather than official reasons and 
include diaries, memos, letters, field notes, and so on. Often these terms are used 
interchangeably. As Creswell (1994) notes, there are several advantages to using 
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documents when conducting research. They enable a researcher to obtain the language 
and words of the informants. They can be accessed at a time convenient to the 
researcher. They represent data that are thoughtful in that informants have given 
attention to compiling them. As written evidence, documents save a researcher the time 
and expense of transcribing. Creswell (1994) also points out possible limitations, some 
of which I encountered and have already noted. Documents may be protected 
information unavailable to public or private access. They may be hard to find. They may 
have to be transcribed or scanned for computer entry. They may be incomplete. They 
may not be authentic or accurate. In spite of the problems, documents and records are 
important sources of information because they complement oral sources, as well as one 
another, and help build a more complete story. I used the following documents and 
records: 
Ateneo Espanol. In 1938, a group of Spanish immigrants in the Beckley, West 
Virginia area formed the Ateneo Espanol as a social club and mutual aid society. Today 
the Ateneo still exists, with a membership of 30 to 35 people, mostly the children and 
grandchildren of the early immigrants. Many of the Ateneo records and documents have 
been preserved, including membership lists, financial ledgers, and meeting minutes. I 
examined these materials for various types of information, including determining 
numbers of Spaniards who lived in the area, activities of the organization, priorities and 
interests of the community. I made two copies of all original documents that exist, one 
for my files and one to write on. 
State Department of Mines Records. Most of the Spanish immigrants who came 
to West Virginia worked in the coal mines. The State Department of Mines kept records 
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of the ethnic backgrounds of miners. I examined these documents for mining-related 
information, including the numbers of Spaniards who worked in the coal mines, where 
they worked by county and mine, whether they worked inside or outside the mine and 
how many were killed. (West Virginia Annual Report of the Department of Mines, 
Charleston, various years). I made copies of the original records which list all miners by 
ethnic group. From this I broke out all information on Spaniards and created my own 
separate file. 
Citizenship Records. Immigrants who decided to become U.S. citizens first had 
to fill out a form called a "Declaration of Intent" and later a "Petition for 
Naturalization." I examined these documents for various demographic data, including 
birthplace, birth date, current age and age when immigrated, current residence, 
occupation, along with some information about their spouse and children. I copied a 
sampling of the "Declaration of Intent" and "Petition for Naturalization" forms. 
Newspaper. Beckley is the largest city in the southern West Virginia area that is 
my primary focus, and it has had at least one newspaper throughout this century. For 
decades, up through the 1980s, it had two papers, the Raleigh Register and the Post 
Herald. I perused the newspaper library from roughly 1900 to 1930 for stories about 
Spanish immigrants that had appeared in either paper and made copies of all articles I 
found about them. 
Grave Markers. There are many Spaniards buried in the "Old Catholic 
Cemetery" in Beckley, West Virginia. I walked the entire cemetery and recorded all of 
the information engraved on their tombstones and also photographed each. 
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Other Evidence. When I interviewed people, I also asked them if they had any 
possessions — personal papers, photographs, family histories or records, examples of 
material culture, anything — that could help tell the story of the Spaniards who came to 
West Virginia. I made copies of all the documents and records that turned up, and I also 
took original photographs of some items. I also developed a card catalogue of all 
Spaniards’ names that I found. These names come from various sources, such as club 
membership lists, citizenship records, as well as from individuals and my own memory. 
On each card I included any important information I learned about them. 
Survey of Social Studies Curriculum Directors 
I developed a questionnaire and mailed it to all 55 school districts in the state to 
determine to what extent, if any, the experiences of Spaniards who immigrated to West 
Virginia are reflected in the school curriculum and to solicit ideas on how this 
information might be used in the curriculum if it were available. I discuss the survey, 
how I developed it and what I included in it, later in this chapter. The results are 
described in Chapter Four. I have included a copy of the questionnaire and the cover 
letter I sent with it in the appendix (please see Appendices A and B). 
Analysis of West Virginia History Textbooks 
After determining that West Virginia history was the course most likely to 
contain content about Spanish immigrants in the state, I examined all of the textbooks 
that are used in the state to see if I could find information about them. I discuss the 
analysis in depth later in this chapter and provide the results in Chapter Four. 
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Data Analysis 
Because the process of qualitative data analysis is eclectic and there is no "right 
way" (Tesch, 1990), I employed a multi-step approach that borrows from a number of 
researchers. The analysis is based on data reduction and interpretation (Marshall & 
Rossman, 1995). I took all of the information I gathered and reduced it to patterns and 
themes that allowed me to interpret it, a process Tesch (1990) calls "de-contextualizing" 
and "recontextualizing." Here I will describe each step in my process. 
Step I 
I started by reading the transcript of the first interview I did, which was with 
Frank Ubeda in February of, 1997.1 read the transcript and coded it based directly on 
questions that I asked, or upon information that emerged from the interview, and 
categorized the topics accordingly (Coffey and Atkinson, 1996). For example: Why did 
your family leave Spain? Why did they come to West Virginia? What was their life like 
in Spain? were questions I asked. I had an interview guide with several general 
questions to start with and I would generate new questions based on issues that came up 
in the interview as Seidman (1991) suggests (Interview guide can be found in the 
appendix). I wrote a number in the margin to correspond with the topic or theme or 
concept that I saw, which I recorded on a separate sheet of paper. For example, 
"Leaving Spain" was number 1, "Why West Virginia" was number 2. These topics 
were based on questions I asked. Topic number 3, "Other family here" and number 4, 
"Coal mine conditions" emerged from the text, not from a question that I asked. For the 
61 
most part, these were broad, general categories that emerged. When I finished reading 
the transcripts, I had generated 52 such categories. 
Step II 
After I read the transcripts and generated the broad categories, I revisited the 
transcripts and coded them again according to sub-categories within each broad 
category by underlining or circling in blue pencil words or short phrases that related to 
the broad categories. For example, corresponding to topic 1 "Leaving Spain," I selected 
words such as "poverty" and "to make a better life" which were reasons for leaving 
Spain. Corresponding to Topic 4, "Coal Mine Conditions" I coded "horrendous," 
"tough," "suffered" and "ruined health." These are words and phrases that come directly 
from the participants. I also wrote my own summary glosses of what the participant 
seemed to be referring to or describing at a particular point in the text (Coffey & 
Atkinson, 1996). For example, I used the word "exploitative" to describe what a 
participant said about coal mine conditions. At the same time, I began looking for 
broader themes that might be emerging and wrote them down. For example, in the first 
page of the first transcript I wrote "They came to make a better life and found the coal 
mine conditions terrible ..." 
Step III 
After I finished reading the transcripts and coding them a second time, I 
recorded each instance in which the participants referred to each of the categories I had 
created and noted the page number where each utterance occurred. For example, for the 
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topic "Leaving Spain," Participant 1 referred to it on page 1, Participant 5 referred to it 
on pages 5, 26 and 27, Participant 9 referred to it or pages 8 and 9, and so on. This 
allowed me to see at a glance how many (or how few) references I had in each category. 
At this point I began to look at the categories in terms of how a story could be told 
about the Spaniards and how the information could be organized into sections. 
Step IV 
Next, I re-read the transcripts and with a red pen marked passages that were 
compelling or spoke to a specific topic in depth and would help me to tell a story of the 
experiences of the Spanish immigrants (Seidman, 1991). These were phrases or whole 
passages that might be eloquent or descriptive or both and expand on a topic or make a 
point that said something important to me. 
Step V 
After I marked the passages in the transcripts, I lifted the quotes from each 
participant, edited and assembled them according to categories that I felt would allow 
me to make thematic connections and construct a profile of the community (Seidman, 
1991). For example, I put together all of the passages that described coal mining 
conditions, education, matanzas. the Ateneo Espanol and so forth in order to have a 
body of text about each category entirely in the words of the participants. I used my 
own words only to transition from one participant to another, or to explain or clarify a 
statement or concept and I always so noted it. This profile is in chapters 5 and 6. 
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Step VI 
After creating the profile, I read it closely and began generating themes and 
concepts inside each category and writing them in the left hand margin. 
Step VII 
Next I made a chart and listed all themes and concepts under each category with 
name and page number of the participant who raised the idea. 
Step VIII 
When three or more people raised a similar issue I wrote it down on a separate 
sheet of paper with initials of each participant and page number by category. 
Step IX 
The next step was the beginning of the final data analysis. I put into one 
category all the material from the interviews that reflected one theme or concept (Rubin 
& Rubin, 1995). When I was finished reading and generating themes from the entire 
profile, I cut out the themes that had emerged and taped them on a roll of butcher paper 
on the wall, putting similar ones together. Here, I was able to compare material within 
categories and across categories to find connections between themes (Rubin & Rubin, 
1995). 
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Step X 
I then went back to my transcripts, re-reading carefully, looking for 1) ideas that 
supported or countered what had emerged on the wall and 2) other new themes and 
ideas I had not seen previously. I wrote down all of these ideas in the left hand margin 
of the transcripts. 
Step XI 
I transferred these themes onto sheets of paper with the participant’s initials and 
the page number the information was on, cut each instance out and added them to the 
wall. 
Step XII 
Some of the pools of information were becoming large and evolved into my 
final themes. Other pools were sparse and I did not pursue them. The final themes are 
described in Chapter Five, "Analysis and Discussion." 
About the Documents 
The oral history interviews form the primary data source of my study. The 
documents that I gathered are intended to complement the stories further and describe 
the lives of the Spaniards who came to West Virginia in the early part of the twentieth 
century. As 1 have previously noted, I cast a large net looking for documentary evidence 
which would add to the profile I wanted to construct of the Spanish community. Kyvig 
and Marty (1982, p. 47) call these "traces" that events have left behind - "the remains, 
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tracks, marks, records, remnants, relics and footprints of events." Because I did not have 
the luxury of an inexhaustible supply of such information, I assembled every scrap of 
evidence I could find and studied them as much as I did the interview transcripts. I 
present a review of the documents in Chapter Four. I used the information to support or 
question the themes that emerged from the interviews and make suggestions on how to 
use them in the curriculum in Chapter Five. 
Validity 
I used several different sources of information to tell the story of Spanish 
immigrants, a form of "triangulation" (Lincoln & Guba, 1985, p. 283). These are oral 
histories and a variety of records and documents. The strength of my study — and a 
testament to its validity — is that I used the voices of Spaniards and their descendants 
and documents and records they created or helped create to tell their story. The way I 
analyzed the data, constantly checking and re-checking, looking for emerging patterns 
and significant themes, also point to the validity of the study. 
The intent of qualitative research is not to generalize findings, but to form a 
unique interpretation of events (Merriam, 1988). My study reflects experiences only of 
the Spanish immigrants who came to West Virginia. However, it may be possible to 
apply some of the themes or categories that emerge from the data to other situations. So 
although this study cannot be replicated exactly in another context, certain aspects of it 
can be. A variation of the overall design approach can be used to study other similar 
groups about which little is known. For example, other immigrant groups can be studied 
in a similar fashion. In cases where their numbers were greater, or they have come more 
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recently, more participants could be found. Other groups have started clubs or 
associations similar to the Ateneo Esnanol. Naturalization documents can be used to 
identify immigrants from other countries. Other evidence is out there, as well. As an 
advocate of qualitative research and a multiculturalist interested in different ways of 
doing things -- research, education, or looking at the world -- when it comes to the issue 
of validity I believe we need to take Seidman’s advice and not become as doctrinaire as 
quantitative researchers who once held a monopoly on educational research (Seidman, 
1991): 
What are needed are not formulaic approaches to enhancing 
either validity or trustworthiness but understanding of and respect for the 
issues that underlie those terms. We must grapple with them, doing our 
best to increase our ways of knowing and of avoiding ignorance, 
realizing that our efforts are quite small in the larger scale of things. ( p. 
19) 
The Survey of Social Studies Curriculum Directors 
My desire to document the experiences of Spaniards who immigrated to West 
Virginia and to tell their story, our story, before it is lost is what motivated me. That is 
where my passion is. Although telling this history is important, in the field of education 
it understandably leads to the "so what?"question. How can this information be used in 
education? I explored that question with a survey of social studies curriculum directors 
in West Virginia. If I had had more face-to-face access to potential respondents, I would 
have conducted in-depth interviews with several of them. But because I determined it 
would be difficult, if not impossible, to conduct enough interviews in person, and since 
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time was a factor, I decided that using a questionnaire would be a useful tool (Charles, 
1995). 
I developed a questionnaire and mailed it to social studies curriculum directors 
in all 55 of West Virginia’s school districts, one for each county. I designed my own 
instrument because my subject is quite focused. To encourage more people to respond, 
the questionnaire was short enough and contained a limited number of open ended 
questions to ensure that it would not require a great deal of time and effort to complete 
(Drew, Hardman, & Hart, 1996). 
I pilot-tested the questionnaire to establish its validity and to make sure the 
questions and instructions were clear (Drew, Hardman, & Hart, 1996; Galfo, 1983). Six 
educators in the field of multicultural education or social studies, or both, looked over 
the questionnaire and made comments and recommendations about how I could 
improve it. Using their suggestions, I put the finishing touches on the questionnaire and 
cover letter and sent it out. Following up with respondents generally ensures more 
responses (Drew, Hardman, & Hart, 1996; Creswell, 1994; Galfo, 1983). I used the 
following strategy: (1)1 sent out the initial mailing; and (2) Four weeks after sending 
out the survey I sent out another letter and a replacement survey. 
I mailed the questionnaire to the respondents, along with a cover letter 
explaining my study, and an abstract with more details about my work emphasizing that 
this study was for a doctorate in education. I made it clear that by responding they 
would be making an important contribution to the field (Drew, Hardman, & Hart, 1996; 
Galfo, 1983). I included a self-addressed stamped envelope so they could mail the 
instrument back to me. 
68 
Review of West Virginia History Textbooks 
Based on the results of my questionnaire and discussions with personnel at the 
West Virginia Department of Education, it was clear that West Virginia history was the 
course most likely to have content about Spanish immigration in West Virginia. I 
contacted the state department and explained my dissertation project. I asked if the 
department had copies of the textbooks that I could examine. Staff were very helpful 
and invited me to come in to the office to review the books whenever I wanted. I visited 
the office in April, 1998, and reviewed the textbooks, looking for information 
specifically about Spaniards who immigrated to West Virginia. 
Position of Researcher 
I was bom into the group that I studied and, therefore, I was an "insider" 
working with people like me. I already knew many of the people who I planned to 
interview and believed they might refer me to others. One of the participants in my 
study, Toney Pallares, the current president of the Ateneo Espanol. told me about Frank 
Troitino. My father and the aforementioned Avelino Cartelle, whom I had known all my 
life until he recently died, referred me to John and Frank Ubeda, both of whom I 
interviewed as part of my preliminary field work. My memory and the names on the 
membership list of the Ateneo helped me find other people. Throughout my study, I was 
amazed at how people I talked with about my project shared information with me and 
gave me names of others I might contact. The Ateneo documents were very helpful in 
telling the story. The current officers enthusiastically supported my project and allowed 
me to use the documents as I saw fit, with only one caveat -- that whatever I produced I 
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share with them. Sharing the findings with the community has always been my 
intention. I see my work, in part, as a service to the Spaniards who left Spain nearly a 
century ago to come to West Virginia and to their descendants. 
Summary 
In this chapter, I have stated the primary research questions that guided my study 
and how I carried it out. Through this study I hoped to learn about the experiences of 
Spanish immigrants who came to West Virginia early in the twentieth century and 
whether or not this information is being used now in schools. Further, I wanted to 
explore how the story of the Spaniards can be used to make school curriculum more 
multicultural and how oral history can be used in educational settings. To collect the 
data I used oral history interviews and a variety of documents and records including 
citizenship applications, Spanish club records, state Department of Mines data, 
newspaper articles, grave markers and other tangible evidence. In addition, I conducted 
a survey of social studies contacts in West Virginia and I analyzed the textbooks used to 
teach West Virginia History to see if they contained information about Spanish 
immigrants. In this chapter, I also explained the steps I took to analyze the data. 
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CHAPTER 4 
A SOCIO-HISTORICAL PROFILE OF THE SPANISH COMMUNITY IN 
SOUTHERN WEST VIRGINIA: WHAT THE DOCUMENTS SHOW 
During the early part of the 20th century thousands of Spaniards made their way 
from the Iberian Peninsula to the coal fields of West Virginia. However, their 
experiences are virtually unknown to outsiders, representing many of the untold, hidden 
stories about this country. In this chapter, I will offer a profile of these Spaniards and 
their descendants, using documents, records and other written evidence. I provide the 
following sources as examples of places which provide some historical traces (Kyvig & 
Marty, 1982) or evidence that Spaniards immigrated to West Virginia early in the 
twentieth century. I will briefly describe how I found these records and why I selected 
them in each section. 
Declarations of Intent and Petitions for Naturalization 
Spaniards came to West Virginia from throughout Spain, although the southern 
province of Andalucia apparently sent the most emigrants, followed by the northern 
provinces of Galicia and Asturias, according to a sampling of citizenship papers filled 
out by the immigrants themselves. Immigrants who wished to become citizens would 
fill out a "declaration of intent" form and then several years later complete a "petition 
for naturalization." The demographic information on each document was basically the 
same (please see appendix C). I selected these documents because they provide a 
wealth of data, including birth date, birth place, date of immigration, current address 
and occupation, marital status, and names of children. I learned of their existence and 
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located them with the help of two historians in West Virginia. These documents are 
located in county courthouses in West Virginia. Fortunately for researchers, they have 
been microfilmed and stored in the State Department of History and Culture at the State 
Capital in Charleston. Unfortunately, in some cases the documents are incomplete, 
which is a shortcoming of using documents for this type of research. I copied and 
examined 163 citizenship documents, 123 from Raleigh County and another 40 from 
adjoining Fayette County. The documents also contain limited information on 40 
spouses who were also Spanish immigrants. 
According to the sampling, the region of Andalucia sent the most Spaniards, 88. 
Of those, 59 were from the province of Cordoba. Belmez was the hometown of at least 
40 Spanish immigrants, with several others coming from nearby towns such as 
Penarroya-Pueblo Nuevo and Hinojosa del Duque. The Belmez area, it should be noted, 
contained many coal mines and does to this day. Sixteen of the immigrants were from 
the Andalusian province of Almeria, several from the town of Somontin. Two were 
from the province of Huelva and one from Cadiz. The region of Galicia in Spain’s 
northwest comer had the second highest representation with 30. Of these, at least 14 
were from the province of Orense, five were from Lugo, four each from Coruna and 
Pontevedra. 
At least 21 of the Spanish immigrants came from the region of Asturias, which 
hugs the northern coast of Spain, almost all from the province of Oviedo. Coal mining 
was also an important industry in Asturias in the early part of this century and continues 
to be. Other regions represented were: Castilla y Leon, 7; Valencia, 6; Pais Vasco, 4; 
The Balearic Islands, 3; Extremadura, 2; Cantabria, 1; Catalunia, 1 and Madrid 1. I 
72 
could not identify home towns of several of the immigrants for a variety of reasons. 
One, the towns listed simply do not show up on any map or in any listing I have found. 
In other cases, there are several towns with the same name in more than one province. 
Several of the Spanish immigrants were from "Santa Eugenia," for example. But which 
one? Orense, Gerona and Barcelona all have a Santa Eugenia. And although Orense 
sent several Spaniards to West Virginia, I believe they may have been from Gerona or 
Barcelona because of their Catalan-sounding names, but I can’t be sure. In another case, 
a Spaniard listed only "San Martin" as his hometown. There are towns named San 
Martin all over Spain. In some cases, spellings are obviously incorrect and I can’t 
reconstruct them with any degree of certainty. And quite a few of the Spaniards listed 
only "Spain" on the forms when asked for birth place. This represents some more 
limitations of documents (please see Appendix E). 
According to the sampling I took, the Spaniards who applied for citizenship 
were on the average about 22 years old when they arrived in the United States. This 
included those who were adults when they came and children. Emigration, at least in 
terms of the group represented in these documents, was a young person’s enterprise. Of 
the 188 whose age at arrival can be determined, 148, nearly 80 percent, were under the 
age of 30. Of those who filled out the documents, 103 were single at the time of their 
arrival in the United States, and 61 were married. Two were widowers and the marital 
status of the others cannot be determined from these documents. 
Once in West Virginia, the occupation of most of the men was coal miner. A 
total of 124 were coal miners at the time they completed the documents. The next most 
common profession of the group was stonecutter or stonemason, and there were seven. 
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Four were merchants, four listed "laborer" under occupation. Other listings under 
occupations, with one entry each, were: pool room proprietor, machine runner, transit 
engineer, clerk, newspaper work, fireman, brick layer, plaster man, bookkeeper, teacher, 
mechanic, student and restaurant work. Women filled out only 12 of the forms. Eight 
were housewives, one was a beautician, one was a student, one did restaurant work and 
one was unemployed. I should note that I knew two of the "housewives" and they later 
went into business, which points out another limitation of documents. 
Both the declarations of intent filled out first in the process and the petition for 
naturalization completed several years later when the applicant was prepared to become 
a citizen reveal that the Spaniards often lived in other countries, or other states, even if 
only for a short time, before they came to West Virginia. The sampling shows that of 
these Spaniards who settled in Raleigh and Fayette counties at least a fourth had lived 
in another place for a time. Other places in the United States where Spaniards lived 
before venturing to West Virginia include Boston, Massachusetts; Hoboken and 
Newark, New Jersey; Detroit, Michigan; Buffalo, White Plains and New York, New 
York; Gary, Indiana; Cleveland and Toledo, Ohio; Rock Springs, Wyoming; Bruceton, 
Gallatin and Throop, Pennsylvania; and Jenkins, Kentucky. The documents indicate that 
some Spaniards lived in Cuba, Argentina, Chile, Panama, Mexico, Bermuda and France 
before settling in West Virginia. There could have been many more who actually lived 
elsewhere in the United States; however, these citizenship documents reveal this only if 
the applicant had filled out one of the forms previously while living at another out-of- 
state residence, or if children are listed and birthplaces are in other states or countries. 
Jose Gonzalez, for example, came from Oviedo, Asturias, Spain to the United States in 
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1910. He had a son, Jess, bom in Hoboken, New Jersey, in 1916. His next two children 
were bom in Mabscott, West Virginia, Rosa, in 1918 and Manuel, in 1919. When he 
petitioned for naturalization in 1927, the family was living in Tamroy, West Virginia 
where Gonzalez was a miner. Francisco Castells Puig left Benisa, Valencia, Spain and 
came to the United States in 1920. He filled out a declaration of intent in Detroit in 
1924, where he was working as a laborer, then petitioned for naturalization in 1927 
while living in Fireco, West Virginia where he was a coal miner. Juan Perez Lopez from 
Casario, Orense, Galicia, Spain, entered the United States in 1917, listing his last 
foreign address as Havana. When he declared his intent for citizenship in 1940 he was a 
coal miner in Rhodell, West Virginia. 
State Department of Mines 
During the earlier decades of the twentieth century, the West Virginia 
Department of Mines kept track of the nationality of coal miners working in the state. I 
learned of these records from a librarian at the Raleigh County (W.Va.) Library when I 
went there looking for information early in my research. I used State Department of 
Mines records because they document the numbers of Spaniards who worked in the 
mines in each year, which mine they worked in, and fatalities. The records reveal that 
1908 was the first year that Spaniards entered the mines in West Virginia. There were 
seven Spaniards working in mines, all at New River Coal Company’s Nos. 3 and 4 
mines in Raleigh County. The first Spaniard to die in a mining accident was in 1909 in a 
roof fall, according to the records. The number of Spaniards working in the mines 
steadily grew over the next few years. There were 18 in 1911, employed in six counties. 
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There were 28 in 1912. By 1913, the number had grown to 100, including 41 in 
McDowell County, 31 in Raleigh, 12 each in Fayette and Harrison and four in 
Kanawha. Records from 1917 show there were 342 Spaniards in nine counties. The 
number of Spaniards in West Virginia mines peaked at 2,212 in 1921 and they were 
working in 19 of the state’s 55 counties (please see Appendix F). Raleigh County had 
the most with 557; Logan had 467; Mingo, 205; Mercer, 169; McDowell, 162; Harrison, 
152,: Marion, 127; Fayette, 121; Monongalia, 80; Wyoming, 44; Brooke, 41; Boone, 
19; Clay, 16; Taylor, 13; Upshur, 10; Barbour, 6; Lewis, 4; Marshall, 2 and Preston, 1. 
Nine Spaniards were killed that year as the result of mine accidents: five from roof falls, 
two in mine car accidents, one was electrocuted and one died in an explosion. 
The Old Catholic Cemetery 
Tombstones can provide some information about people and certainly serve as 
historical traces that they were here. Lauriano Ruiz, grandfather of Laura Torrico, one 
of my participants, was one of the many Spaniards who died in coal mine accidents in 
West Virginia. Laura told me he is buried in what is called "the old Catholic cemetery" 
in Beckley, West Virginia; so I went to visit his grave. His tombstone reads: 
Lauriano Ruiz 
July 4, 1881 
Oct. 22, 1928 
su desconsolada his disconsolate 
exposa e hijos wife and children 
le dedican este dedicate this 
recuerdo D.E.P. memorial to him R.I.P. 
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I went expecting to see only Ruiz’ marker, but was extremely surprised to see 
Spanish names on many other markers, including Daniel Fernandez, another Spaniard 
who I knew had been killed in a mining accident. His marker reads: 
Fernandez 
Daniel Fernandez 
Nacido En San Juan 
Del Campo 
Lugo, Espana 
Muerto En Lillybrook 
El Dia 16 De Abril 
De 1928 Ala Edad 
De 27 Anos 
Recuerdo de su 
Ermano Alejo Fernandez 
Fernandez 
Daniel Fernandez 
Bom in San Juan 
Del Campo 
Lugo, Spain 
Died in Lillybrook 
April 16, 1928 
At the age of 27 
Memorial from your 
Brother, Alejo Fernandez 
I decided to walk the entire cemetery and look for gravestones with Spanish 
names. I had no idea that this cemetery even existed, yet I found 24 other Spaniards 
buried there. It was cold and extremely windy, but the crisp weather just added to my 
sense of elation at finding the evidence. I photographed all the markers and wrote down 
the information on them (please see Appendix G). Some are as clear as if they had been 
carved recently, while others have not withstood the elements well over the decades and 
are quite worn. There may be other Spaniards buried there; however, many of graves are 
without markers, definitely a drawback in doing research. It is possible that the Catholic 
church has a map with the names of all interred there. The first Spaniard buried there, 
according to my information, was Baldomero Garrasco of Capileira in Granada, 
Andalucia. He died September 20, 1919. Garrasco’s marker is the only trace I have 
found of someone from Granada living in the area. 
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Of the 26 Spaniards I identified who are buried in the cemetery, 21 are males, 3 
are females, and the gender of the other two people cannot be determined positively 
only by the names on the markers. The average age was only 25 years. One died in the 
1910s, 12 died in the 1920s, 12 died in the 1930s, and one has no year of death on the 
marker. My elation at finding so much evidence of Spanish presence in the area was 
tempered by the fact that most died young and were thousands of miles from home. 
Ateneo Espanol 
Thirty years after the first Spanish immigrants arrived in the area, a group of 
them decided it was time to form their own organization. In 1938, the Ateneo Espanol 
was bom (please see Appendices H, I and J). I was familiar with the Ateneo because my 
father, Manuel Hidalgo, is a member as were most of the other Spaniards I had known 
all of my life. Some of my earliest memories are about going to Spanish Club dinners at 
Joe and Sally Moran’s El Chico restaurant in downtown Beckley. Through my father — 
secretary of the club for 50 years! — I learned there were many club records, all of 
which were compiled by the Spaniards themselves. The first meeting of the Ateneo was 
called to order on October 30, 1938 by James Vick, who was serving as temporary 
chairman. His real name was Jaime Vich-Lletres. I can assume that he felt pressured to 
Anglicize his name like so many other immigrants, but I don’t know the real story 
behind why he changed it. He died in the 1940s. The Ateneo was organized as a 
fraternal and beneficial society to promote the "best interest and general welfare of all 
Spaniards in and around Raleigh, Wyoming, Fayette, Mercer, Summers and Boone 
counties." It was to be made up of men and women of Spanish descent. Dues were $1 a 
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month. A women’s membership of 50 cents per month was established "with the goal of 
having women participate in social life and give them the opportunity to participate in 
all discussions of the Ateneo." The stated purposes were to: 1) promote good will 
among the Spanish people, 2) promote a better understanding with their fellow 
Americans, 3) provide a civic, educational and recreational center for the Spanish 
people, and 4) engage in benevolent and charitable acts in helping the underprivileged, 
the sick, destitute and the needy orphans among the Spanish people. The intent was to 
own a meeting house and have "perpetual existence." The by-laws were adopted on 
April 23, 1939 with the notation that the building of a Spanish house in the "cuenca 
minera" (mining area) of Beckley was a long-time necessity that was realized through 
local institutions composed of Spaniards. The first members had several objectives, 
which became part of their by-laws: 
FINES QUE SE PERSIGUEN 
(a) Es el fin de los fundadores de esta casa, tener un lugar donde 
reunirse libremente sin la coaccion de intereses particulares; 
(b) Declaramos que en esta casa han de tener cabida todas los 
espanoles, sin distincion de opinion o ideologia, siempre que lo hagan sin 
intencion de beneficiarse particularmente, y si con miras al interes 
colectivo. 
(c) Es el objeto de los fundadores de esta institution, elevar el 
nivel moral de nusetros conciudadanos; para tal fin se organizaran 
tertulias, conferencias o discusiones de cualquier clase, que puedan se de 
interes a sus asoaciados. Tambien se organizaran clases de espanol, 
gramatica, sociologia u otras ciencias, siempre que haya quienes por ellas 
se interesen y hombres relativamente competentes que esten dispuestos a 
laborar gratuitamente. 
(d) Es el deber de esta institucion interesarse por el bien de todos 
los espanoles de la cuenca, y de presentarse casos de enfermedades o 
serias dificultades exonomicas a cualquiera de sus componentes, la 
institucion los estudiara detenidamente y obrara segun las circunstancias 
aconsejen. 
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(e) El Ateneo se declara al margen de toda tendencia politica o 
religiosa. (April 23, 1939, p. 4) 
THE PURPOSES TO BE PURSUED 
(a) It is the objective of the founders to have a place where we 
can get together freely without the constraints of special interests. 
(b) We declare that in this house all Spaniards will have space, 
without distinction of opinion or ideology, always without the intention 
of benefiting oneself and with a look to the collective interest. 
(c) It is the objective of the founders of the institution to elevate 
the moral level of their fellow citizens, to organize conferences or 
discussions of whatever kind that could be of interest to members. They 
also will organize classes of Spanish, grammar, sociology or other 
sciences, provided there are those who are interested in them and men 
relatively competent who are available to work without pay. 
(d) It is the duty of the institution to interest itself in the good of 
all Spaniards in the area and to present itself cases of illnesses or serious 
economic difficulties of members and to study them carefully and work 
according to the circumstances presented. 
(e) The Ateneo declares itself at the margins of all political or 
religious tendencies. (My translation) 
There must have been a considerable number of Spaniards in the region because 
members agreed that in setting up the offices of the Ateneo. each "colonia espanola" 
(Spanish colony) in the area would have a spokesperson. Members also authorized the 
organization of a literature table and a library. Referring to the civil war that was raging 
in Spain at the very moment they were establishing the Ateneo, members included 
language regarding the "instituciones que obran por la cuestion de Espana" (institutions 
working on the matter of Spain). They agreed "to let the institutions that had been 
working to continue without interference in their affairs, being that the Ateneo’s 
purpose is to bring together volunteers, promote friendship in the colony and when the 
circumstances are favorable to procure the general inclusion for everyone to work 
together, having the Ateneo as a base" (April 23, 1939, page 15). 
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When the Spaniards got together to form the Ateneo and construct the building 
that became known as the "Spanish house," they did not go to a bank for a loan. Instead 
they came up with the money themselves. Nine Spaniards loaned the Ateneo $8,800 for 
the project. Several more anted up another $1,170 to purchase supplies to open up the 
house. Dances were a big thing with the Spaniards and they held them about every two 
weeks. For example, in December 1939, financial records show they made $12.70 from 
the ropero (wardrobe), $101.82 from entradas (admissions). They advertised their 
dances, too. For the December dance they spent $4.75 for "propaganda del baile." The 
Ateneo held several benefit dances for Spaniards, as well. For example, on Nov. 16, 
1940, they raised $191 for Jose Mosquera, and they raised $165.25 for Juan Flores on 
Sept. 16, 1941. The Ateneo bought wreaths for Spaniards who had died: Jose Feijo in 
February 1942, Isidora Delgado in April 1941 and Ricardo Araujo in February 1942. It 
made loans to Spaniards. In December 1940 Manuel Fernandez received $50, which he 
repaid in January. 
The Ateneo also began making charitable donations to mainstream groups. The 
club gave small donations to the Red Cross and Tuberculosis Association. A dance 
raised $126.25 for the March of Dimes in May 1941. In February 1943 they held a 
dance and raised $123.25 for the U.S.O. Picnics were part of the Ateneo agenda, as 
well. The records show the club had picnics in September and June 1942, for instance. 
The club was collecting around $150 monthly in dues, but the amount started dropping 
off during the war years. For example, collections slipped to an average of about $35 a 
month during 1943. Apparently, many Spaniards left the area during the war, whether to 
go to the military, or to work in defense plants up north. 
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Most of the minutes and financial records for the period of roughly 1949 to 
1962 are missing. However, by 1954, it appears that there were not enough members to 
keep the Spanish Hall operating full time, as it had previously. The Ateneo began to 
lease the building to a local business, but still held club meetings in the basement for a 
time. Records are intact for the period of 1963-1997. The club had started giving small 
gifts to widows, had purchased a certificate of deposit and was continuing to make 
charitable donations to a variety of causes in the community. The club also was holding 
quarterly dinners for members and their families. For several years the dinners were 
held in Spanish-owned restaurants, like El Chico, owned by Joe and Sally Moran, and 
Town and Country, owned by Joe and Louise Herrera. The club also began awarding 
small college scholarships to members and their children in 1969 and began to help pay 
burial expenses for members in 1968. 
An entry in 1983 reveals that a delegation of Spaniards from the Hispanic 
Heritage and Cultural Association of Clarksburg attended the regular quarterly dinner. 
(Clarksburg is about 150 miles north of Beckley and that area attracted many Spanish 
immigrants at the same time that those in my study were pouring into Southern West 
Virginia, but the two groups had never made connections and apparently knew little of 
each other until the 1980s.) The burial of Avelino Cartelle, one of the founding 
members and long-time president, and a scholarship award to a granddaughter of the 
late Jose Torrico, another early member, were recorded at the same meeting in 1996, a 
sign of the generations coming together. On January 10, 1997, the Ateneo sold its 
building to the B.R. Hemlock Corp. for $16,008.70. Quarterly dinner meetings continue 
82 
to be held. I attended the most recent in March 1998 and made a short presentation on 
my dissertation and book project. 
Members were enthusiastic about my work. Several are participants in the study 
and already knew about it. As a result of my presentation, two members started talking 
about organizing a trip to Spain. Others began discussing a "Spanish heritage" day. Still 
others suggested getting together to make chorizo! 
Newspapers 
I perused the Becklev Post Herald and Raleigh Register for articles about 
Spaniards who immigrated to the area during the early part of this century. The Post 
Herald has always been a regional newspaper, carrying reports of several counties in 
Southern West Virginia. Both papers are based in Beckley, the county seat of Raleigh 
County, which had the largest concentration of Spanish miners. In my search of coal- 
related stories I found three accounts of mine deaths that included Spaniards. Again, this 
by no means implies that there are no other articles in the files dealing with Spanish 
immigrants or their descendants. In fact, several of the people I interviewed had 
newspaper clippings either about themselves or other Spaniards and shared them with 
me. 
One mine death of a Spanish immigrant was reported in the May 19, 1927 
Raleigh Register under this headline "Slab Fork Spaniard Killed in Accident": 
Vincent Lopez, of Slab Fork, was killed instantly on Tuesday in 
the mines at that place while engaged in getting out coal. The accident 
that caused his death occurred when a mine car struck a mine machine 
catching Lopez between the two. 
83 
Lopez was 25 years of age and was a native of Spain. His parents 
live in Spain and he has an uncle in this county, Manuel Lopez. He came 
to America about eight years ago and had but recently returned from a 
visit to his relatives in the old country. He was unmarried. 
The remains were prepared for burial by the C.C. Rose Co. and 
laid to rest yesterday in the San Sebastian cemetery here. 
The death of another Spanish immigrant, Daniel Fernandez, whose marker I 
found at the Catholic cemetery, was reported in the April 17, 1928 Raleigh Register 
under the headline: "Two Die in Mine; Another Injured", although his ancestry is not 
mentioned. The story reported: 
Two Raleigh County miners both of Lillybrook were killed, and a 
Glen Rogers worker was injured in accidents which occurred yesterday, 
the fatalities having happened about noon, while the other occurred later 
in the day. 
G.G. Doss and Daniel Fernandez were the men killed, being 
caught between the mine roof and a motor.... Doss was married and the 
father of three children, while Fernandez was unmarried ... 
The death of Lauriano Ruiz was reported in the October 23, 1928 Raleigh 
Register under the headline: "Blast Takes Lives of Six at MacAlpin" with his name 
misspelled and with no mention of his ancestry: 
A local dust explosion in the mine of the MacAlpin Coal 
company at MacAlpin yesterday afternoon about 2:30 o’clock took toll 
of six lives. It was stated that a heavy charge of dynamite, described as a 
doby shot in slate put off by one of the men killed was the cause of the 
explosion. Those killed were B.B. Buckholt, E.W. Durham, T.E. 
Durham, Loriuno Ruiz, Thomas Hairston and Albert Davis. The last two 
named are colored, the other four are white ... 
A December 19, 1995 newspaper article from the Register-Herald documents the 
presence of Spaniards in the Southern West Virginia area. The story primarily features 
the experiences of my father, Manuel Hidalgo, who was born in Helen, but returned to 
Spain with his family to live when he was five years old, after his father was killed in 
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the coal mines. The article notes that there were many Spaniards in the Beckley area and 
the Ateneo Esnanol was flush with members. Until World War II that is. The article ran 
under the headline "Spanish Club Members Cling to Their Heritage" and included these 
excerpts: 
"Oh, there were hundreds of Spanish people around here, but 
there are hardly any left now," said Hidalgo, for years the club’s 
secretary-treasurer. "During the war is when they all disappeared. They 
left to go to places like Chicago and Cleveland. Now, every once in a 
while, they come back after they retire." Now down to about 40 
members, the Spanish Club still meets for quarterly dinners. "One of the 
biggest problems we have is that most Spanish families, the few that are 
left around here, none of the children speak Spanish. ... That was one of 
the purposes of the Spanish Club -- not only to maintain the heritage but 
to promulgate the Spanish language among the Spanish-speaking people 
and their families. . . . Older Spanish people here are dying out and the 
younger ones don’t speak the language, so the language is dying out," he 
said. 
In July 1986, the United States celebrated the 100th anniversary of the Statue of 
Liberty. The Charleston (W.Va.) Daily Mail sponsored a contest in which it asked 
people to share stories about what the monument means to them. One of the winners 
was Dolores Garcia Helvey who wrote about her mother and father who came through 
Ellis Island: 
My mother, Dolores Mohedano Garcia, came to America from 
Spain in 1911 at the age of nine. She told me that the most beautiful sight 
she had ever seen was the "lady" waiting for her in New York harbor. 
Mama came with her parents, five brothers, and one sister. They came 
via Ellis Island. My father, Joaquin (Jack) Garcia, came to America from 
Spain in 1913 at the age of nineteen.... He told us about Ellis Island 
and the hundreds of people who were there. Some were waiting for their 
families, and others, like he and his brothers, were there alone.... 
Mama’s family first settled at Eagle, West Virginia, a mining town near 
Montgomery. Papa found his way to Dehew, West Virginia. He became 
a coal miner and was a boarder in Mama’s home. When Mama was 
sixteen they were married in the Catholic Church. Both became citizens 
of this great nation. They raised six children, who have all done quite 
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well. They had thirteen grandchildren and six great-grandchildren. Papa 
was a miner for forty-nine years. We always had clothes and food. We 
didn’t get gifts like most children do now, we only got one item. But, my 
father and mother saw to it that we had a good Christmas. I’d give 
anything to have just one more of the many special Christmas’ we had 
while I was growing up.... My parents had a wonderful life, with the 
only regret of not having gone back to visit their homeland at least once. 
In recent years, my brother, sister and I have gone back to Spain to visit 
our parent’s birthplaces. We met uncles, aunts, and cousins. I wish they 
knew that we had gone there, maybe they do. 
Dolores lived in several coal camps as a child and now lives in Scott Depot, 
West Virginia. I interviewed her in March of 1998, and she was planning another trip to 
Spain with some of her family. Another of the participants in my study is Josephine 
Meijide Midkiff. In March of 1997 she was named Raleigh County Retired Educator of 
the Year and was featured in a newspaper story which noted that she was the "daughter 
of Spanish immigrants who journeyed to America in hopes of starting a new life in 
West Virginia" (Register-Herald. March 11, 1997). During World War II, many Spanish 
immigrants and their American-born sons served in the military. A brief article from the 
war years features Joseph Ubeda, stationed in the South Pacific in the U.S. Navy, and 
three brothers, Joseph, Tony and Manuel Sanchez, who were all in the U.S. Army 
(Raleigh Register, undated, around 1943). Joseph was stationed at Camp Edwards, 
Massachusetts, Tony was stationed with the medical corps in New Guinea and Manuel 
was stationed in the South Pacific and took part in the battle of Guadalcanal, according 
to the article. 
An advertisement from the same period urging people to buy bonds to support 
the war effort lists the names of nine local young men serving in the military (Raleigh 
Register, undated, around 1943). Among them were two Spanish men, Joe Ubeda and 
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William Pedro Seco. An October 13, 1969 photo in the Becklev Post Herald shows 
Jose Martinez, who was president of his local United Mine Workers of America chapter, 
with several other UMWA officials. My own parents were featured in a 1970 article 
when they returned from a month-long visit to Spain. My mother, Flor Santos Hidalgo, 
was bom in Spain and came to the United States in 1929 when she was eight and had 
never been back. She said in the article that it had been her "lifelong ambition to return 
there ... I found people I didn’t even know I had" (Post Herald and Register. Nov. 1, 
1970). 
Photographs 
Most of us have family pictures in our homes, whether framed and on display, 
arranged neatly in albums, or stashed away in boxes somewhere. These also serve as 
historical traces or evidence of a community’s existence. I asked all of the participants 
in the study about pictures they may have. Laura Torrico has a picture of her parents 
taken outside the Raleigh County Courthouse when they were married in 1925, with 
more than 35 guests, most of whom were other Spaniards they can identify. Frank 
Ubeda has preserved important family pictures in an album. Among them are his 
parents and older brother and sister from about 1906 when they were still in Spain, and 
his entire family here in America, taken around 1920. He also has photos of him and his 
brother standing in front of the truck they used for John’s Ubeda Motor Truck Delivery 
business from the 1930s and one of himself with the guitar he used when he was in a 
band in the 1930s (please see Appendix L). My aunt Rose (Rosa Santos Parkins) had the 
postcard that the Ateneo Esnanol made when the facility opened in 1939, depicting the 
87 
front and the inside of the building (please see Appendix I). Rose also has a picture 
taken at one of the picnics that Spaniards used to hold and several pictures taken at their 
home in Minden when she was a little girl, some with the huge slate dump in the 
background. While looking through a box of photos in my family home, I found the 
picture that was taken in the downstairs dining area of the Ateneo (please see Appendix 
J). 
Other Family "Treasures" 
Along with photographs, many of us have documents or records that also tell us 
something about our family or community. I asked all participants to search for any 
items that may help me tell the story of the Spanish immigrants. Frank Ubeda has 
compiled many family documents which he keeps in an album with his most important 
photos. Among them is a certificate, signed September 14, 1910, from the Tabemas 
(Almeria, Spain) Health Department certifying that his mother, Josefa Lopez Plaza, is 
married to his father, Francisco Ubeda Guirado, who is her sponsor. It further states that 
they have two children, Mercedes and Juan, and that they had been seen by the city 
health inspector and declared to be "of good health and free of contagious diseases." 
This apparently was standard procedure for those planning to emigrate (please see 
Appendix M). Frank also has a copy of his parents’ marriage certificate from 1899 and a 
document that exempts his father from military service in Spain "because of lack of 
height." He also has birth certificates of both his parents from Spain. John Ubeda 
sustained a serious injury in the mines when he was a teenager which resulted in having 
his leg amputated below the knee. Frank has a copy of an August 1921 letter to John 
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from the state compensation commissioner revealing he received $12 a week for 160 
weeks for the injury (please see Appendix N). 
Laura Torrico has her father’s certificate of nationality from 1931 and 1934, 
which was required by the Spanish government and issued by the Spanish consulate in 
Philadelphia. The document includes his age, birthplace, marital status, occupation and 
residence. She has kept many bank documents and correspondence between the Banco 
Hispano Americano and her father regarding an account he kept in Spain for decades 
after coming to the United States. Libby Martinez Keadle has a United Mine Workers of 
America certificate recognizing her father Jose Martinez for his 40 years of service as a 
coal miner. She also has the passport of her uncle, Angel Murillo Santos, issued in 
Spain on July 11, 1939. 
Alex Lopez has some documents framed and on display at his home, including 
his parent’s marriage certificate from 1934, his mother Aurora Castenon’s grade school 
diploma and his father Dositeo Lopez’ naturalization papers. A search of two trunks at 
my family home in Beckley, West Virginia turned up a number of items, including 
immigration documents for my grandfather Valeriano Santos Nunez, my great¬ 
grandmother Rosa Porras Robas, my grandmother Agricola Morano Porras. Valeriano’s 
miner certificate and unemployment compensation identification card were also there. 
The original affidavit in support of an application for a visa for his wife and daughter 
(my grandmother and mother) filed in April 1929 is there and reads in part: 
Valeriano Santos Nunez, aged 36 years ... is a resident of 
Concho, West Virginia ... he was bom in Penarroya, Province of 
Cordoba, Spain ... he was admitted to the United States in December 
1920, and he came at once to Concho ... he has fourteen hundred 
seventy five dollars ($1,475.00) on deposit in the Comercial Italiana of 
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New York City and that he is employed at Rock Smokeless Coal 
Company of [Fayette] County, where he earns one hundred fifty dollars 
($150.00) per month... His wife Agricola Morano Porras ... and his 
daughter Flor Adela Santos Morano ... desire to come to Concho to live 
with him and that he desires to have his wife and child come to the 
United States to make their home with him. That if his wife and daughter 
are admitted to the United States he will guarantee the United States that 
his wife and child shall not become a public charge, that he will make a 
home for them and that they will be under his care ... 
I also found the death certificate of my great-grandfather, Manuel Morano 
Horrillo, who died February 27, 1901, at age 38 in Penarroya; my mother’s elementary 
school diploma from 1935; and a loan agreement that my grandfather Valeriano and 
great-grandfather Felipe Santos Benavente made in 1923 (please see Appendix R). My 
parents’ marriage certificate is framed and hanging in my father’s bedroom at home. 
In addition to documents and records or other information on paper or pictures, 
which serve as material and representational traces, I also found some objects, which are 
material traces (Kyvig & Marty 1982). Laura Torrico has maintained many such pieces 
of history, including her father’s press and grape grinder, used in the wine making 
process, and the utensils and artesa (kneading trough) used to make chorizo, a popular 
Spanish sausage (please see Appendix S). Asuncion Marquis Richmond has done the 
same. Among her possessions are several books and a pen that her father brought from 
Spain. Alex Lopez’ family still has his grandfather Antonio Castanon’s gaitas 
(bagpipes). Yes, Spaniards in some parts of northern Spain, such as Galicia and 
Asturias, play bagpipes, part of the enduring Celtic influence that exists in that part of 
the country. One of the participants in my study, Libby Martinez Keadle, has a 
daughter who has turned her grandfather’s wine press and barrels into a yard display at 
her home. 
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My search for historical traces also turned up another type of document: a six- 
page family history that Laura Torrico’s brother, Cecilio "Cecil" Torrico Jr., put 
together about his family, both in Spain and in West Virginia. Here are some brief 
excerpts: 
My father, Cecilio Torrico Balsera left Spain in 1920 at the age of 
twenty four to come to America ... Dad felt that he would have better 
opportunities for his future if he left Spain and came to America ... Dad 
came to the coal mining fields of West Virginia. Thereafter, his career or 
job description became forevermore a !coal miner! This "New Country" 
in my opinion was not necessarily kind to my father and many others like 
him. Dad worked at a back-breaking job as a coal loader most of his life, 
risking life and limb daily to make a living for himself and his family . . . 
I have always admired my father for this act of courage of leaving behind 
the things that are most cherished by all persons. That is their families, 
their homes, their culture, and their country. At this time, he had very 
little formal education, little or no money, and no knowledge of the 
language or culture of [the United States.] .. . His children and his 
grandchildren and the generations to follow are the real recipients of this 
noble act of courage ... Mom would toil at the daily task of running our 
household, and most all decisions passed through her. In addition to 
taking care of dad, the five children, which is certainly full time work, 
she would make fresh bread, pack lunches for everyone, including the 
numerous boarders we kept at the time. ... It was common in the coal 
mining area at that time for families to house borders, and our house was 
the largest in "Hunk Town". .. the section of town where most of the 
immigrants and their families lived ... 
Chapter Summary 
Documents and records and other written sources tell us a great deal about the 
Spaniards who immigrated to West Virginia during the first few decades of the 
twentieth century. Declarations of Intent and Petitions for Naturalization tell many 
things, including where the Spaniards came from, when they immigrated and how old 
they were when they arrived in the United States, as well as age, occupation, and marital 
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status when they applied for citizenship. State Department of Mines records tell us how 
many Spaniards worked in the mines, what mine they worked in and the number of 
Spaniards killed on the job. The Old Catholic Cemetery revealed there were several 
Spaniards buried there, with tombstones giving names, dates of birth and death and 
often their hometowns in Spain and names of survivors. The Ateneo Espaiiol records 
give us insight into the Spanish community in Southern West Virginia, some of their 
objectives, interests and activities, and they are especially important because they were 
compiled by the Spaniards themselves. Newspapers offer information about the 
community, from deaths of Spaniards in the mines, to a personal recollection written by 
a descendant of Spaniards, to a feature on my parents’ visit to Spain. Photographs and 
other family "treasures" from personal papers to objects like a wine press help tell a 
story. 
Despite some of the shortcomings of using documents and records, as I’ve 
shown, they still can provide valuable information and be quite useful in putting 
together a story about which little or nothing has been written, such as Spanish 
immigration to West Virginia. 
92 
CHAPTER 5 
THE IMMIGRATION JOURNEY 
In this chapter I will briefly introduce the people who participated in the study 
by allowing me to interview them. I have used their real names throughout this 
document because my study is intended as a contribution to the history of the Spanish 
immigrants in West Virginia. Using their real names, instead of pseudonyms, makes it 
stronger. They are completely aware that I am using their names, and each person I 
interviewed signed a written consent form. I will include short portraits of a few and 
brief descriptions of others. Later in the chapter I will begin to tell their story in their 
own words taken from the oral history interviews I conducted with them between 
February 1997 and March 1998. The story will cover life in Spain, reasons for leaving 
the country and the path to West Virginia. 
Portraits 
In 1920, 17-year-old Avelino Cartelle was in New York City, down to his last 
50 cents, with no job and no job prospects. A few months earlier he had come from 
Arnoya, Galicia, Spain, and he now was thinking about trying his luck in Uruguay 
where he had a brother. But then Manuel Basquez paid him a visit. Basquez, a fellow 
Spaniard, had sailed with Cartelle from Spain to the United States earlier that year. 
Basquez had gone to Logan County, West Virginia where he had an uncle. He asked 
Cartelle to come back with him to Logan, where he could get him a job in the coal 
mines. West Virginia? Coal mines? It isn’t what Cartelle had in mind when he set sail 
93 
for the Americas, but it would have to do. "I wanted to stay in New York. I wanted to 
go to school. I didn’t want to go to the mines," he recalled in a 1993 interview when he 
was 90. He decided to go, taking with him a $2 guitar he had brought with him from 
Spain. "I wore it over my shoulder all the way to Logan County," Cartelle recalled. 
Arriving in Logan, he received one day’s training and then went to work for the 
Guyandotte Coal Co. at $10 day, big money in those days. Cartelle recalled that he 
bought two cars and learned to drive in a baseball field, although he didn’t have a 
driver’s license at the time. "I didn’t know you had to have a license," he said. Because 
the vehicles cost so much to run, he raffled one of them off, selling tickets for $4 each to 
other miners. He saw his first movie, "Zorro," in Logan in 1921. More than 70 years 
later he was still a Zorro fan. During our interview we watched a segment of a new 
syndicated Zorro series on television. 
Avelino Cartelle never intended to come to West Virginia, but he lived there for 
the rest of his life, leaving only for a one-year visit to Spain and to work in a defense 
plant in Detroit during World War II. After the war, he opened a car dealership in Oak 
Hill with two other men and kept it for several years before selling his share. After that 
venture, Cartelle and Joe Benito, another Gallego, together opened "punch mines" 
which were small operations which sold coal to large companies. They operated for two 
or three years and gave it up when the price of coal dropped. Cartelle then opened the 
Skyline Drive-in, a very popular restaurant-bar near Oak Hill, which he operated until 
he retired. Cartelle died in 1996 at the age of 93. 
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Frank Troitino became a stone mason in Pousada, in the northern province of 
Galicia. "Pousada is a little village, little community, real small. I believe there were 27 
neighbors, 27 families there and you knew everybody and everybody knew you," he 
said. Stonemasonry was a family, as well as a community, tradition. "My grandfather 
was a stone mason, my father was a stone mason. That’s where I learned the trade. My 
daddy is the one that taught me how to dress the rocks and work the rock." Through a 
friend, Troitino secured a job as a stonemason at a shop in Madrid in 1934 and worked 
there until 1937. He said: 
That was the best [job] I ever had in my life. I was making 18 pesetas a 
day, but the thing about it was this. I was paying 50 pesetas a month [at 
the] boarding house. I was saving 200 pesetas every month, plus I still 
had a few pennies [to] spend. For that time, that country I was making 
good money, real good money. 
But General Francisco Franco put an end to Troitino’s good life. The fascist 
general led an uprising against Spain’s Republican government, plunging the country 
into a brutal and bloody civil war. Troitino joined the Spanish army to fight against 
Franco; however, the fascists won the war, primarily because of extensive assistance 
from Hitler and Mussolini. Troitino ended up in a concentration camp. "My brother got 
me out and then he brought me over here," he said. "I had 30 years. When they sent me 
they said I was going for 30 years to the concentration camp." Frank joined his brother, 
Joe, who had left Spain years earlier and was living in Asheville, North Carolina, and 
then took a job working on building the Pentagon in Washington, D.C. Then he joined 
the U.S. Army and returned to Europe to fight the Germans. He said: 
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They drafted me. I had a chance to refuse because I was not a citizen, but 
I said hell no, they helped me when I needed it. [A co-worker told him] 
‘don’t be a fool, let somebody else go and do the fighting.’ I said if you 
were in my place you would do the same thing. 
After World War II ended, Frank returned to Asheville, N.C. and went to work 
for his brother Joe, who opened a strip mining operation in Mt. Hope, W.Va. Frank 
went there to work on that job and then operated his own strip mining company for 
many years. "I’ve lived in Mt. Hope ever since." 
Asuncion Marquis’ father, Manuel Marquez Cabrera, and mother, Maria, both 
are from Belmez in the Andalusian province of Cordoba. The family name somehow 
was changed to Marquis in the United States. 
When he immigrated, Manuel Marquez first went to Chicago alone and worked 
in a meat packing plant. He then went back to Spain for Asuncion’s mother and then 
returned to the United States. The family lived for a while in Indiana before eventually 
settling in Stanford, West Virginia. Asuncion said her father was drawn by the coal 
fields, having learned that there were jobs to be had and a person did not need to know 
English to work in the mines. "When he come to West Virginia, he come right down 
this road. That’s where he lived and mama got pregnant," said Asuncion who today 
lives not far from where her parents first came to live in West Virginia. During one of 
our interviews, Asuncion recalled a fascinating family story about her father’s trips to 
America. On one journey to the United States, while on the ship, Manuel Marquez 
somehow lost — or had stolen from him — a fountain pen that he considered very 
special. On what was probably his second trip here, when he was returning with 
Asuncion’s mother, he noticed a man on the ship who had a pen that was very similar to 
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his. Getting a closer look, he recognized it. "‘That’s my pen!’" he told the man, 
Asuncion said. When the man hesitated, Manuel told him his initials were carved on it. 
Sure enough, the initials were there and he got his pen back. Asuncion still has the pen 
and got it out to show me. 
Participants in this study come primarily from Andalucia and Galicia, although 
some have roots elsewhere, as well. Alejos Lopez mother Aurora Castenon came from 
Morera, a coal mining town in Asturias in the north of Spain, with her parents Antonio 
and Maria Castenon. His father Dositeo Lopez is from Lugo, the capital of the province 
of Galicia. Frank and John Ubeda’s family came from Tabemas, Almeria in Andalucia. 
Luis Rodriguez is from Corredoida, Galicia. Josephine Meijide Midkiff s parents are 
both from Galicia. Her father is from Leiro, near the coast, and her mother from Alen, a 
little village a little farther to the west. The families of Laura Torrico and Pedro Torrico 
(not related) came from Belmez, Cordoba, Andalucia. Libby Martinez Keadle's father 
is from Fuenblanquilla in Almeria, Andalucia, and her mother’s family is from 
Penarroya-Pueblo Nuevo in Cordoba, Andalucia. Toney Pallares’ family is from Lucar, 
which is also in Almeria, Andalucia. Manuel Cartelle, who came in the 1960s, is from 
Zamora which is in the province of Castilla y Leon. He is the most recent arrival of the 
Spaniards I interviewed. 
As I have stated earlier, one of the purposes of the study is to describe 
experiences of the Spaniards who immigrated to West Virginia. I wanted to know 
something about their lives in Spain and what motivated them to leave. I wanted to 
know why and how they ended up in West Virginia. I will explore those areas in the 
next few pages, organizing the stories according to common experiences. Unfortunately, 
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in general, participants have little knowledge about life in Spain, although some have 
retained some details they were able to share. In succeeding chapters I will explore the 
lives of the Spanish immigrants in West Virginia. 
Life in Spain 
Most of the families of the participants were involved in some type of farming in 
Spain, or in jobs related to farming. In the Andalusian province of Almeria, Francisco 
Ubeda Guirado delivered various farm products by wagon, led by a unique "navigator." 
His son, Frank, explained: 
Dad would at different times say he had four or five mules and he had a 
little bitty one, little bitty mule or pony that was at the head of all these 
other animals that was pulling the wagon. And in this wagon they would 
haul grapes, wine, olives and olive oil, stuff like that. That’s what they 
did a whole lot of. Dad said many times he would start out and he could 
go on through the night and fall asleep and that little fellow at the heard 
of the other four mules or horses, but mostly mules ... this one in the 
front would stay in the road all the time. He would not veer out of the 
road and that way daddy could keep going, make more time. This mule 
kept them in the road. They would go from place to place wherever they 
had to deliver. 
Frank Troitino said that typically the men of his community would leave in the 
summer and spring to find work as stonemasons, sometimes traveling to other Spanish 
provinces, or even other countries, returning home in the winter. Emigrating to find 
work is part of the Galician legacy. Troitino’s older brother Joe left for America when 
he was only 13 or 14 years old. His grandfather went to Russia to work one time. But 
maintaining a farm was also necessary for survival, and while the men were gone, the 
women stayed home and worked the farm. He said: 
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The women they work agriculture. They plow, they work the land, the 
ground in the summer time, the women do exactly like the men do when 
they were there. They work. They don’t stay in the house and cook 
meals, say ‘that’s it.’ They go out to work, all of them. They raised com, 
they raised potatoes, cabbage, lettuce, tomatoes. You eat com bread all 
the time (laughing) com bread all the time_My daddy had four cows. 
He had milk all through the year, but you know where the milk was 
going? To the market, except if you were sick. If the doctor 
recommended it, then you got milk, otherwise, the milk goes to the 
market to make money, to sell. 
Josephine Meijide Midkiff s parents also came from rural Galicia. Her father, 
Juan Maria Rosa Bouza Meijide, is from Leiro, and her mother, Maria Socorro Paz 
Fernandez, is from Alen. Midkiff related the family stories of what they did there: 
They lived in a very rural area. In fact, the rural village where my mother 
lived people lived there, but their farms were away from the village and 
seemed to be the pattern of living there in that part of Spain. People 
congregated, I imagine probably for safety reasons, protection in small 
villages, and then their farms were away and they would go out to work 
their farms during the day. And they had some animals. I can remember 
my mother talking about caring for the sheep when she was a little girl. It 
was her duty to take the sheep out to pasture and bring them back in the 
evenings. Her mother did a lot of knitting of socks for the family. They 
had their own wool from their sheep and they even dyed their wool from 
different native plants. Where my father lived there was some farming 
done and he did some of that. But they also lived close enough to the 
coast that there was some fishing done in that area also. 
Dositeo Lopez grew up on a farm in Galicia. His son, Alejos, discussed his 
father’s life there from what he had heard and from his own visits to Spain: 
They were poor people. They didn’t have a lot of clothes. They didn’t 
have a lot of anything. They wore what they called zoclos. A zoclo was a 
wooden shoe. You’ve heard of the Dutch [wearing] wooden shoes? Well, 
the Spanish in Galicia wore wooden shoes and they called them zoclos. 
They had leather shoes for special occasions. When they were working, 
because there was a lot of mud and stuff, they wore the zoclos, and when 
they came in the house, well, they’d take the zoclos off. But that’s 
something you probably never heard of. But there’s a wooden shoe like 
the Dutch wear. That’s what I said when I saw them. ‘I thought only the 
Dutch [wore wooden shoes.]’ I thought only the Irish played bagpipes, 
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but the Spanish played bagpipes, too. They just farmed. They even 
plowed with the vacas, they didn’t have horses, or tractors, they plowed 
with oxen. They were so poor, he said he trapped rabbits to buy his first 
pair of shoes. That’s how he got his first pair of shoes, he would trap 
rabbits. He said you went barefoot most of the time, or wore those 
zoclos. He said ‘I worked and paid for my first pair of shoes. I trapped 
rabbits and skinned them [to] sell the hides, and that’s how I earned the 
money. 
Laura Torrico’s parents spoke little of their lives in Spain and, therefore, she has 
little knowledge of how they lived there. Her father, Cecilio Torrico Balsera, and her 
mother, Vicenta Ruiz Leal, are from Hoyo de Belmez in Cordoba. She recalled: 
[Dad] and his family had a wine vineyard and an olive grove, orchard, I 
imagine that’s what they call them and that’s how they made their living. 
It was a family oriented [enterprise] and they all lived off of the land. I 
don’t know if he even worked the grounds himself. He never said. He 
might have had a job doing something else. And if he did we didn’t 
know about it. My mother and my father did not discuss life in Spain. 
Dad was twenty-four [when he immigrated], and he didn’t talk about 
anything there, whether it was a good life or a bad life or anything like 
that. And then mama was just nine years old; so she didn’t have anything 
to say about it. I guess she was just young and nothing over there 
interested her. 
Libby Martinez Keadle knows little of her mother’s family, except that they 
came from Pueblo Nuevo in the Andalusian province of Cordoba. Her father, Jose 
Martinez, came from the Andalusian province of Almeria. She said: 
His family had a farm there and they made olive oil and things like that. 
And I think they lived at Fuenblanquilla, around that section. They had a 
lot of marble in the mountain. Some of the family must have worked 
there. And then they picked-. It’s a long hierba (grass) and they make 
shoes out of it and baskets and all these things. And they said he worked 
there until sometimes his hands would bleed. 
Luis Rodriguez grew up on a farm in Corredoira, Galicia, where the family 
raised com, wheat, rye, potatoes and such, and kept some animals. His family made its 
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own wine, chorizo and had fresh fish available daily from the ocean and river. "We 
made out all right. You didn’t go hungry." 
Pedro Torrico’s father, Jose Torrico Caballero, and mother, Irene Garcia Gomez, 
both were from Belmez, Cordoba. Jose had been in the army in Spain and would have 
been in line to take over his father’s job as a coachman, sort of like a chauffeur on a 
farm, as his father had done before him. Pedro’s parents were married and had two 
children while they were still in Spain. 
Those who were not involved in farming, still were working-class people who 
did whatever they could to earn a living. As Frank Troitino said, "Since I was a little 
fella, a young fella I had to go out and hunt work to make a dollar to survive." Women 
also were no strangers to work. Toney Pallares’s parents, Ramon Pallares Navarro and 
Patrocinio Castillo, both came from Almeria, Andalucia. Toney knows little about their 
lives there, but said: 
My mother and father both lived in this little city called Lucar. I really 
don’t know what my father did, but my mother was the town baker. The 
people would bring the bread, the loaves of bread all made and she 
would bake them. And then they would take the bread home to eat. As 
far as my father, I didn’t know what my father did. 
In Galicia, Josephine Meijide Midkiff s mother went to work outside the home 
when she came of age. She said: 
My mother, after she grew up, became a seamstress. She had a little 
portable sewing machine that was run by a little wheel that you had to 
turn by hand. She apprenticed with an older woman, and after she 
learned well enough this older lady would take her with her on jobs that 
they would get. Someone in the village would hear that the seamstresses 
were in the village so they would come and say we need you to do such 
and such and they’d spend as much as a week at a time sewing all the 
clothing needs of that family. And while they would be sewing for that 
family then somebody else, from word of mouth, would send in notice 
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that they needed their services, and that’s kind of the way they operated. 
They would go home on the weekends. 
Asuncion Marquis Richmond discussed what she knows of what her family did 
in Belmez: 
My dad’s mother was blind and she knitted socks. She knitted a pair of 
socks everyday and sold them and that’s how they made their living. And 
my dad when he was little he was a sheep herder and when he got eight 
years old he got to go to school and he took up wood working. He 
learned how to make furniture and stuff out of wood. As far as I know 
that’s all dad did in Spain. My mother worked in a pub for years and 
years. When she worked in that pub she was the only person working 
there besides the man and woman [who] owned it and she worked for 
them for 15 years from the time she was 15 until she was 30. 
Leaving Spain 
The Spaniards left Spain for a variety of reasons, according to participants, 
although economics certainly was a major factor with many of them. Frank Ubeda says 
his father left Spain for economic reasons. The biggest reason, he said was: 
Poverty. Maybe not severe [but] there was no way of earning enough 
money to have money. The poor way of life. So they decided they would 
come to the United States. That was the main reason for coming over. To 
try to make a better life here, which they did. 
Laura Torrico believes her family also came for economic reasons. "My father 
came to America to seek his fortune, I imagine. That’s how they used to say it. He came 
for the good life, like many people did." Her grandparents Lauriano and Fulgencia Ruiz 
left for economic reasons. Her mother Vicenta was only nine at the time. Economics 
also drove Luis Rodriguez to leave Galicia. "I came to make money. A lot of people did 
the same thing as I did." 
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Pedro Torrico believes economics was a major reason his parents Jose Torrico 
Caballero and Irene Garcia Gomez decided to immigrate to the U.S. He explained, "I 
think the guy that he worked for loaned him enough money to come to the United States 
so he could make a better living." 
Alex Lopez said his father Dositeo left Spain because of economic reasons. He 
said: 
Times were hard in Spain. That was his purpose in going. Very poor 
country and they just couldn’t make a living. They were poor, so my 
grandpa [Lopez] went to Cuba and he worked in Cuba a year or two, 
maybe three, I don’t remember exactly. But he came back to Spain. And 
when my grandpa came back, my dad left, he went to Cuba for work. 
While economics certainly was a factor in influencing Spaniards to leave Spain, 
various political factors also played a critical role with several, according to 
participants. Toney Pallares says although economics played a role as well, in his 
parents’ decision, fleeing religion was the primary reason his parents, Ramon Pallares 
Navarro and Patrocinio Laurenzo Castillo, left Spain, He said: 
They were Catholics in Spain, and that was the real reason they came to 
this country, to get away from the religion. They didn’t like the Catholic 
Church. My mother told me stories that they would put a bunch of 
women in a room and strip them down to their waist. The priest wouldn’t 
be in there, the nuns would be in there. They would take whips and whip 
them. And then when their hair got long they would cut off their hair and 
sell their hair. Money. For the church. [What did they use the hair for?] 
Now that I can’t answer. That’s what happened to her, yes. My mother 
told me the priests ran Spain. I mean, whatever they said was law. And 
they weren’t what you’d call, very nice. They were (laughing) rather rude 
and crude and mean to the people. They made them go to church whether 
they wanted to or not. Primarily they wanted to get away from the 
Catholic religion. My father just wanted to come here because it, he 
thought there was a better life. That was another reason. Because in 
Spain things were tight. They told you when you could come and when 
you could go, and in this country he had freedom. 
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Aversion to the power of the Catholic Church also influenced the Torrico’s 
decision to leave Spain, Pedro said. 
Neither one of them liked the Catholic Church. They ruled the country. 
I’ve heard them say that they’d never go back on account of that, 
especially my mother, and they never did go to church while they were 
here. 
A conflict with the church may have influenced the decision of Asuncion 
Marquis Richmond’s family to leave Spain, although she does not know for sure. Her 
mother, Maria, who worked in a pub, was to inherit the establishment from the owners, 
who had no heirs, but it didn’t work out that way. She explained: 
They didn’t have any children. They said when they died they would 
give my mother everything they owned, their house, pub, everything. My 
mother was to get it all. Well, the Catholic church come in and took it all 
and my mother didn’t get nothing so that turned her against the Catholic 
church. I don’t know how a church could do that. That’s what they done. 
Mom and dad got married when my mother was 30.1 don’t know how 
old dad was. 
Avoiding military service could have been a motivating factor among some of 
the immigrants. Josephine Midkiff believes some of the Spaniards, such as one of her 
mother’s uncles, Jose Fernandez, left Spain to avoid military service. She said: 
He came to this country when he was only 19 years old. I think some of 
the young men came to dodge the military service that they were 
expected to do; so he came just a young man. 
Manuel Cartelle said that was the case with his uncle, Avelino Cartelle, who left 
Galicia at age 17. He said Avelino left Spain to avoid being drafted into the Spanish 
army and risk being sent to fight in North Africa. 
Union politics forced Alejos Lopez’ maternal grandfather Antonio Castanon 
from Spain. He explained: 
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My grandpa was a coal miner in Spain. The reason he immigrated here is 
because he was a very strong minded person, and he was a very strong 
union person, and he had to leave Spain because he was kind of a 
political activist. And they said if he hadn’t left Spain, they would 
probably have killed him or imprisoned him. 
In a couple of cases, it seems that a sense of adventure may have been a factor in 
immigration. Josephine Meijide Midkiff said her father, Juan Maria Rosa Bouza 
Meijide, was an adventurous person who had traveled a great deal before ending up in 
West Virginia. He later returned to Spain and met and married her mother Maria 
Socorro Paz Fernandez and brought her back with him. And adventure, not necessity, 
seemed to be what motivated Isabel Martinez Keadle’s maternal grandfather, Nicasio 
Sanchez, to leave Spain with her grandmother Adela when her mother, Maria Antonia 
Sanchez, was only four years old. She recalled a family story: 
My grandmother Adela always said that they were better off in Spain. 
That when they were in Eccles, Tita Victoria, which was Nicasio’s sister, 
would send them money. My grandfather just wanted, I guess he was 
adventurous. She wanted to stay in Spain and he wanted to come to the 
United States. He was bent on coming to the United States. 
Isabel has conflicting stories about why her father, Jose Martinez Lopez, left 
Spain, and the complete truth is probably somewhere in the middle. One thing is certain. 
The pain of immigration can last a lifetime. She explained: 
I’ve got two stories and I don’t know the true one. I’ll never know. I 
think my dad loved Spain and he didn’t want to leave because they had a 
farm and he liked it there. He was [only] about 15 years old. And if I 
understood [right] his mother wanted him to come with her brother; so 
he came with his uncle to Cuba. And I think that hurt his feelings; so he 
didn’t go back. He said ‘I didn’t want to leave Spain.’ He loved it, he 
didn’t want to leave it. This is so pitiful, I hate to even ... He told me 
that before he died. When I went to Spain, I heard a different side. They 
said that he went to the United States and wouldn’t come back, that his 
mother cried for him all the time and he wouldn’t come back. She 
probably wanted him to come [to the United States] and then go back [to 
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Spain], but when he came, he was young, he probably thought, ‘well they 
don’t want me, I’m not going back.’ And I don’t feel like it was that way 
surely. They said the last words [his mother] said when she died was 
‘Jose, hijo Jose.’ 
The Path to West Virginia 
After making the decision to leave Spain, it appears that few came directly to 
West Virginia. A common experience in most of their stories is that they had other stops 
along the way, including other countries, before settling in West Virginia. Francisco 
Ubeda Guirado went to Central America first, his son Frank said. 
Daddy came over in 1908. They stopped, he and a friend of his from 
Spain, stopped off at the Panama Canal when they were building the 
Panama Canal and they just worked there a very short while, wasn’t too 
long, wasn’t very long because they were so afraid of the malaria 
mosquitoes, him and a Mr. Rubin, a Spanish fellow. They thought they 
had better leave that and come to the coal camps where they had 
originally intended to anyway. 
After deciding to head for West Virginia, Ubeda came to Prudence in Fayette 
County. His wife and two small children, Juan and Mercedes joined him there in 1910. 
Laura Torrico’s father, Cecilio, mined coal in Pennsylvania before coming to West 
Virginia. Her maternal grandfather, Lauriano Ruiz, went first to Indiana and worked in 
the coal mines before moving on to West Virginia. "The only thing I understand about 
that was that that’s where the work was, in the coal fields, and there was people here 
willing to give them jobs. So they came for the jobs." But she’s not sure where her 
father went to first, although he lived in three different Raleigh County towns -- Helen, 
Mabscott and Tams. Her mother’s father came in 1914 or 1915 and lived in many 
towns. He was killed in an explosion in the McAlpin mine in 1928. Asuncion Marquis 
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Richmond recalled that her father went to Chicago and took a job in the meat packing 
business because the work gave him nightmares. She said: 
When my dad first came over here he went to work in Chicago in a meat 
packing plant where they butchered hogs. Dad finally quit because he 
couldn’t stand it because the pigs squealed real loud every time they was 
going to kill them and dad couldn’t sleep. 
Alejos Lopez’ grandfather Castenon brought his family to Tamroy, W.Va. in 
Fayette County where they had some relatives before settling in East Gulf in Raleigh 
County. But his father, Dositeo, went to Cuba and then Cleveland before coming to 
West Virginia. He said: 
At 17 years old he left. He worked in the cane fields in Cuba for three 
years. He told me, ‘Alex, my clothes were rags, we ate rice three times a 
day, with nothing in it. We lived out in the jungle.’ I mean hard life, 
hard. At the end of the three years, the man ‘paid me $300 and with that 
$300 I came to America.’ He bought a passage on a ship and he said 
‘when I passed the Statue of Liberty I had either ... ’ he told me he had 
either five or ten dollars in his pocket. He said ‘I couldn’t speak the 
language. I knew one man, I had his address in Cleveland.’ And he 
disembarked there in new York. Then he went to Cleveland and he told 
me he worked in a laundry. Then I believe he worked a little bit in an 
automobile factory. And then somehow he learned that they needed 
workers in the coal fields in West Virginia and they made pretty good 
money, according to the times. And so he came to West Virginia and he 
came to a place near Welch called Isabel. 
Josephine Meijide Midkiff s father made several stops before coming to West 
Virginia. She pieced the saga together: 
I think his first trip must have been in 1913. Looking [through] some of 
the passports I found that date. Now whether he was here earlier than that 
I don’t know. But he made several trips that were across the Atlantic. He 
also went to places like Argentina and Cuba. I can remember my mother 
tell me that he was in Bermuda for a while. He’d go to a place and get a 
job and work until he got itchy feet again to go elsewhere. This, of 
course, was before he was married. And this is the way he saw the world. 
He just did a lot of traveling like that. 
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In the United States, Meijide first went to Pennsylvania where he worked in the 
coal mines and boarded with the family of Joe Fernandez. They eventually came to 
West Virginia together, probably to Price Hill. Her father would eventually return to 
Spain where he met and married Fernandez’ niece and then come back to West Virginia. 
"One reason that attracted the Spaniards to the coal fields was the fact that they didn’t 
have to be able to speak the language or read or write English and would get a job quite 
easily in the coal fields," Josephine said. Libby Martinez Keadle’s mother’s family 
settled in Eccles in Raleigh County. Her father, Jose, made several stops before coming 
to Williamson, West Virginia, in Mingo County and later to Tams in Raleigh County. 
She recalled: 
He first came to Cuba and he worked on the railroad. He worked there 
about three years and then he came to the United States. He came 
through Key West. I think he traveled around quite a bit before he 
actually settled in West Virginia. So many times you wish you’d written 
down the things that. . . 
Pallares’ father, Ramon, came to Canton, Ohio and his mother, Patrocinio, and 
sister, Louise, joined him there. "My father worked in some type of factory, but I do not 
know what type it was." His parents then moved to Ethel in Logan County, where 
Toney was bom. His father was killed a year later in the mines and the family moved to 
Minden in Fayette County. Some of the Spaniards initially came illegally through Cuba, 
Manuel Cartelle said. It was simple for Spaniards to go to Cuba and once there, find a 
way north to a southern U.S. port. Cartelle recalled one of the Spaniards relating the 
experience of how he came to the U.S. He said: 
Joe Benito told me he came with a banana ship and there was a big snake 
hanging from one of the bunches of bananas. Fortunately, it was just a 
short trip between Cuba and Miami. But that’s the way he came. 
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Some apparently did come straight to West Virginia, possibly to join other 
Spaniards. Pedro Torrico’s parents came to Stanaford in Raleigh County first. He 
doesn’t know why they picked that town; however, other Spanish families were already 
there. Luis Rodriguez went directly to Lillybrook in 1930 where a Spanish friend got 
him a job in the mines, he said. As noted earlier, Avelino Cartelle was living in New 
York and ended up in West Virginia only because of his friendship with Manuel 
Basquez who was working in Logan County where he had an uncle. 
Summary 
Spaniards came to West Virginia from several Spanish provinces, but the 
majority who settled were from Andalucia, Galicia and Asturias. They left partly for 
economic reasons, but it was more complicated than that. War, avoiding the draft, a 
sense of adventure, aversion to the Catholic Church and politics also contributed, at 
least for the participants in this study. Apparently, few came directly to West Virginia. 
Typically, they worked in other states or stopped in other countries in the America’s, 
such as Cuba, Panama, or Argentina before coming to the Mountain State. But 
eventually it was coal that brought them to West Virginia. 
In the next chapter, participants will discuss some of their experiences of living 
and working in the coal camps of West Virginia, going to school, some of the popular 
traditions they maintained, and the establishment of their own association that still 
exists today. 
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CHAPTER 6 
LIFE IN WEST VIRGINIA 
In this chapter I will explore the experiences of Spanish immigrants after they 
arrived in West Virginia. In their words, they will discuss day-to-day life in their 
communities, coal mine conditions, and various ways they maintained their Spanish 
identities. 
Coal Mine Conditions 
Coal mining was physically demanding and hazardous to one’s health. Miners 
also were exposed to exploitation and abuse at the hands of coal companies. Death from 
mining accidents visited many Spanish homes. John Ubeda, 92, was five years old when 
he came with his family from Almeria, Andalucia, Spain to Prudence in Fayette County 
in 1910. He knows first hand the dangers that a coal mine presents: 
I went to school to the fifth grade and then went to working in the mines 
when I was about 12 years old. Dad wanted me to go in with him to help 
him. That’s when I went in the mines. When I was 12 years old. Back in 
them days, even on a tipple they had little boys like that picking dirty 
coal out, the slate and rock and stuff like that. [Coal] went over a table 
and they’d pick it out. (John helped his father in the mine for about a 
year and then got his own job there.) I run a motor in there and I got hurt. 
Motor run over my foot when I went to get on it. It slipped off and just 
hit the wheel, that’s all. It smashed [my foot], got blood poisoning and 
they had to cut it off. After the accident I went back to work at the same 
place. After I got my foot cut off with this motor, when I went back in I 
got used to wearing my [artificial] leg and went to run the motor and that 
was it. I hadn’t worked at that mine but about a couple weeks when I got 
hurt. 
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Ubeda worked nearly 20 years in the coal mines before going into business for 
himself as a trucker. But he finds his experience and those of other Spaniards who "just 
worked in the mines" unremarkable. 
To have a story you got to have something happen, nothing happened to 
me, no more than working in the mines just like everybody else for a 
while. Wasn’t no other place to work around a coal camp, but in the 
mines. I liked it as well as everybody else, but there wasn’t nothing else 
to do. Ain’t nothing that you could make a story out of or anything. 
When Avelino Cartelle and Manuel Basquez arrived in Logan County they 
immediately set about getting Cartelle a job where Basquez already was working. 
Cartelle, then 17, recalled: 
The first thing when we got over there, went to see the boss in the mines. 
The big boss was from England and he spoke a little Spanish. He asked 
me how old I was and I told him 20. He said ‘muv chiquitoV1 (too little). 
Basquez intervened on his behalf Cartelle recalled: "He said, he doesn’t 
have a family over here. He has to eat. The boss insisted Avelino was too 
little. So my buddy took me in the mines. He said ‘he’s working with me 
and I’ll pay him.’ 
Cartelle, who came to Logan in 1920, thought he was doing very well in the coal mines. 
"I was making $10 a day. Bread was five cents a loaf. I was like a king I was making so 
much money in the mines." Cartelle met my grandfather, Cayetano Hidalgo, who 
immigrated from Penarroya in Andalucia in 1920. When Hidalgo moved to Rocklick in 
Fayette County, Cartelle followed. They were close friends as well as co-workers. 
Cartelle recalled that Cayetano Hidalgo was one of several Spanish anarchists in the 
area. New York had a Spanish language newspaper for anarchists which the Spaniards 
in the area received. Cartelle recalled telling Hidalgo that he had better be careful 
because he risked being deported if it became known he was an anarchist. Cartelle was 
111 
there when Hidalgo was killed in a mining accident. "Deiame descansar" (let me rest) 
were his last words, Cartelle recalled. 
Frank Ubeda has an early memory of his father coming home after a long day in 
the mine and the obvious pain he was going through: 
Coal miners used to go to work in the morning before daylight and 
they’d come back out it had already got dark. That’s the way they had to 
work. You had to if you wanted a job. I remember one time, I must have 
been four or five years old. [Dad] got, I would say rheumatism. We had a 
[wash] tub, that’s where they took a bath. He had to get down in the tub 
so he could bathe all over and that’s when it would hurt him the most. 
You could hear dad scream through the walls. However, he and many 
others, would have to get up the following morning after this still hurting 
and had to go to work. He had to or else he wouldn’t eat, that’s how bad 
things were. They worked like dogs, had to during daddy’s time. They 
had to work whether you were able to or not, you had to work. The 
conditions of the mines and the many years in the mines, it ruined dad’s 
health. 
Like many of his generation, Frank Ubeda had to quit high school to go into the 
mines to help the family and face the conditions first hand. He explained: 
I had to go to work. I couldn’t go to work and go to school too. Coal 
mine [roofs] are not very high. Some of them are very [low]. You had to 
crawl on your belly in some of them. There was a whole lot of water in 
all the mines, naturally, it’s underground. It would drop down all the 
time. So many [miners] had to work on their knees. My brother Joe and I 
were working one time at number 2 Lillybrook in what they called the 
pee wee section because it was so low [there was barely enough room] 
between the top of the car and the top of the mine. Where me and my 
brother Joe were working we had to work on our knees and water just 
pouring down everywhere. It’s the nature of the brute, but that’s what 
you had to do. You had to work on your knees, or sit on your butt or 
whatever, but you had to load that coal. (But Frank didn’t stay in the 
mines for too long.) Dad ruined his health by working in the mines. My 
brother John, he lost a leg due to working in the mines. I would from 
time to time stop and think (pointing) ‘that guy’s a coal miner. He can 
barely walk. He’s all stooped over.’ You could see men walking around, 
couldn’t hardly breathe, dying from suffocation because they had the 
black lung. The mines have ruined the health of many, many, many men. 
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And we thought ‘I don’t think that would be for us.’ So we moved to 
Beckley. We got out of the mines. 
Laura Torrico was one-year old when her maternal grandfather, Lauriano Ruiz, 
was killed in a mine explosion at McAlpin in 1928. Her father developed black lung 
from his many years underground. "I don’t know which of them didn’t have [black 
lung] because that dust was just, just terrible." Pedro Torrico’s father Jose Torrico 
Caballero worked in the mines at Stanaford and then moved to Blue Jay in 1918. It was 
a huge operation, serving as both a coal and lumber camp. He said: 
They had lumber and coal mines. Blue Jay used to timber almost to 
Bluefield. All that was virgin timber. Shipped every bit of it to Japan, 
coal too. It employed about 600 people back in those days. Had 
thousands of horses they used to pull timber out of the woods. They had 
their own power, had their own ice plant, made bricks, everything run 
right out of that mill. They made windows and doors and window 
frames. Everything was shipped out of there in boxcars. They brought it 
down to Raleigh and then it went on to the C & O [railroad]. They had 
their own trains. It was a big shop. A big operation. Then the Depression 
came along and like anything else it went down to nothing. Hell they 
wasn’t working one or two days a week and nine children. So we had it 
rough. I would say there were at least 12 or 13 families that were Spanish 
and they all worked in the mines and they all worked for Mr. [Jose] 
Rodriguez. He was sort of a boss, like a contractor, and they worked for 
him. You know it’s funny though why all of them went to the mines. I 
never could understand. None of them ever worked in the saw mill or 
anywhere else. 
Asuncion Marquis also recalls that work in the mines became sporadic. One day 
her dad would have a job and the next he would be cut off. So her mother had to go to 
work. She said that when she was a child, she used to wait for her dad to come home: 
In Mabscott we lived real close to the mines. I remember mama packing 
dad’s lunch and in the evening when dad got out from the mines I’d go 
sit on that path and wait on my dad to come every evening. I was real 
faithful to do it. Mama said ‘Why would you want to go down there and 
wait on your dad all the time. Why don’t you play?’ I said ‘cause it’s 
important to wait on my dad. I get to carry his dinner bucket home.’ 
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Usually when he had a cake or fruit or something in there he’d always 
save me just a little bit and I’d look forward to getting that when he’d 
come in from work. Mama couldn’t understand why I did it, but I was so 
faithful to go down there all the time. I just had to wait on my dad. I 
remember that just as plain as day. (Her father was hurt several times in 
the mines in slate falls.) Let me tell you what my mother did. My mother 
had a thing it was as long as from here to that wall (gesturing) over there. 
It was like a scarf and it had all kinds of colors, blue and green and 
yellow, and it come from Spain. Well, dad got hurt in the mines a time or 
two and hurt his back and so mama wrapped him, every time he went to 
the mines — It’s cold in the mines anyhow, no heat or nothing down there 
- and she wrapped that thing around him everyday. When he went to 
work, he always wore that thing to support his back. Mama wrapped him 
everyday before he went to work. 
Josephine Meijide Midkiff recalls how special it was to see her father when he 
came home from work: 
I was bom in 1926 just before the fall of the stock market in 1929 and 
then the Depression came. So my early years were during the Depression 
and things were kind of rough. The only time that I really saw my father 
to any extent was on the weekends because they needed to leave so early 
in the morning and work into the nights. So by the time he came back in 
the evenings, especially in the winter months, it was already dark. When 
we were young we were put to bed early. So many times we didn’t see 
our dad until the weekend. When it was still daylight in the summer he’d 
come back from work. We would ran out to meet him and we were all 
interested in getting his lunch pail because we knew that there would be 
something in it that he would deliberately leave, maybe a piece of cake 
or something that mother had put in there. He would leave it for us and 
we always thought that that was such a wonderful thing. 
Alejos Lopez’ great uncle, the husband of his grandmother’s sister, was killed in 
the mines at Tamroy. His name was Gonzalez. Alejos’ father Dositeo worked at several 
mines, first in Isabel, then Lillybrook, before moving on to East Gulf where he worked 
until he "got cut off’ in 1953. "In East Gulf there were a lot of Spanish. I think there 
were more Spanish people than any other of the nationalities. They had a reputation for 
working hard and they worked regularly. They wouldn’t miss because they wanted that 
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money," he said. Although he was a college graduate, Alejos himself worked in the 
mines for several years because the job paid well, and it was a challenge. But danger 
was always present. Rock falls were common occurrences he recalled: 
You look up, man, you see that rock falling. You talk about something 
that will scare you. When you see that mountain coming in on you, man, 
you’re scared, you’re going to run, everybody runs. I’ve experienced it. 
It’s scary man. I mean, in the mines, at times I could sit and feel just as 
secure as you and I are sitting here talking. You know, not a concern in 
the world. And all of a sudden things can change so quick and you’re in 
mortal danger. That’s the way it is. There’s so many ways you can get 
killed in the mines. Rock fall on you, explosion, get run over, get caught 
in the belt, get electrocuted. I almost got electrocuted twice. I thought I 
was a dead man a couple of times. [The company] sent in an order, said 
don’t leave oil cans littered all over the section because it’s against 
mining laws and we’d get written up when the inspector comes. I had 
two empty cans. I put these cans on the buggy, a rubber-tired vehicle run 
by electricity. The cable wasn’t ground properly, but I didn’t know that. I 
set them two cans down on that buggy and when I did, that hit me, 440 
volts. I was screaming. I think I was, I don’t know. I, finally, it either 
knocked me loose, or I kicked myself [loose]. But the thought came to 
me: I’m going to die here, I’m going to die here . Because when it hit me 
I was just [paralyzed] you know. It hit me twice. I don’t know if you’ve 
ever been -- 440 volts now. But if I’d had leather shoes on, I’d have died 
right there, been electrocuted. I was screaming and everything, and I 
couldn’t work no more [that day]. My chest was hurting. And it scares 
you to death. 
That near-death experience did not force Alejos Lopez from the mines. 
However, he did reach a point where he decided he had had enough. It was at Itmann 
when a group of miners he worked with were killed in an explosion. He recalled the 
incident, saying: 
Last time I worked was on a Saturday. We were coming out, they were 
coming out. And the mancar, a spark off a cable, set off methane gas, 
killed five or six men.. This was on a Saturday. And right at Christmas, 
too. I guess all those factors is what — Christmas, thinking of family, 
going home. And they’re gone, just like that. So I said, that’s it, I’m 
getting out of here, now. 
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The coal mines also took Toney Pallares’ father when Toney was only two years 
old. "My father was a coal miner. I really don’t know how long he worked or how long 
they lived in Ethel, but my father was killed in Ethel in the mines in 1929. A slate fall," 
he said. It was a subject that was not discussed at home. "Mother never talked about it. 
She never, never talked about it." Within a year, the family moved to Minden, in 
Fayette County, and his mother, Patrocinio Castillo, had to go to work to support the 
family. 
United Mine Workers of America 
Spaniards accepted the hard work they faced each day in the mines and seemed 
to reluctantly tolerate the unhealthy and often deadly reality of their profession. What 
they refused to accept, however, was the abuse and exploitation from the coal 
companies. The terrible conditions and poor treatment of the miners led to the formation 
of the United Mine Workers of America and Spanish immigrants were involved in 
bringing the union into the area. Frank Ubeda recalls that during his father’s time, each 
miner had to "clean up" his section by the end of his shift, that is, remove all coal that 
had been cut that day, along with the rock and debris. Even if a large amount was left at 
the time he was supposed to go home, he couldn’t continue the task the following day. 
He recalled what would happen if it wasn’t done: 
If you didn’t get all of it and load it up and have it pulled out before you 
went home, whether it was midnight and you were supposed to have 
went home at 5 o’clock, you still had to do it. If you didn’t do it, let’s 
say you’re in the mines today, tonight they’d put your wife and kids and 
furniture out on the road whether there was mud, snowing, raining — 
your kids and your wife and furniture out in the road. I didn’t like that, 
but that’s what happened. They talk about Russia, buddy it was hell here 
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for the coal miners because that’s what happened during them times and 
that’s history [emphasis his]. It’s a wonder there weren’t more killings 
than what did occur, the way that the companies treated the coal miners, 
like slaves. There’s a lot of this that people don’t know about. 
Another way the coal companies would abuse miners was to penalize them if 
they didn’t fill up a coal car completely to their satisfaction, even if it was only a trivial 
amount short. And they would turn it into a form of harassment or punishment. Ubeda 
explained how this worked: 
You didn’t get but 35 cents for loading that whole car of coal. Say you 
left the amount of one shovel full of coal out of this comer [of the car]. 
They would dock you 20 cents. That left you, what, 15 cents? So you 
loaded that car of coal for 15 cents. And whenever it come out of the 
mines, instead of taking it to the tipple (where coal is taken after leaving 
the mine) and dumping it in the railroad cars, they’d have it parked out 
here at night. When you got out you had to shovel it from one car to 
another and take out what slate was in it. If you didn’t do that they’d go 
ahead and dump your car over the tipple, get their money and take it off 
of you. That’s what got the United Mine Workers in. This kind of, well, 
like slavery. 
Isabel Martinez Keadle’s father Jose was an organizer who helped bring the 
union in to the area. Many did not appreciate the union coming in. The coal companies 
fought it, of course. She said some people in the camp would accuse her father of 
starting trouble when he was organizing. Later, after the union was in and conditions 
were so much better, people changed their tune. She recalled: 
I was bom in ‘32. And I remember being six, seven and eight and the 
neighbors would holler at me because my daddy was so involved in the 
union. The other kids, like the American kids, their dads were bosses and 
things like that. And my daddy was treasurer of the union. So if they had 
a strike or if anything would go wrong, the first thing you would do is 
blame the workers (laughing)." (Organizing caused some friction in the 
family too.) My grandfather was a fireboss. He wasn’t too crazy about 
seeing the union come in. And my dad had a little bit of a time with him 
(laughs.) That was very interesting back in those days. It would cause 
problems between mom and dad because people would jump on her -- 
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‘your husband’s causing trouble.’ And the very people that said that to 
her, ten years later were so thankful for the benefits they were getting. I 
mean to tell you that pension was wonderful, with hospitalization. But 
when they were organizing it was nothing. But he really did a lot to 
establish the union down in the Gulf area.. He was one of the main men 
that brought it in. It was the foreign element that did a lot of it. And there 
was some Blacks, the whites, now there were a few, but most of them 
had the better jobs, being bosses and stuff like that. But some of the 
foreign element did not become involved. It was more Spanish. We had a 
lot of Spanish down there. The Torricos had the boarding house and it 
was just filled with Spanish families. And of course they’d all be behind 
my dad and it made him stronger. 
Local politicians courted Jose Martinez’ support for their election campaigns. In 
addition to being a union representative, Martinez also was a miner for more than 40 
years. But those who wanted to keep the union out were not beyond playing hardball, 
Libby recalled: 
I remember once, evidently someone must have reported him because he 
was involved so strongly in the union. Then they came — I guess it was 
immigration -- came and checked his papers and everything to make sure 
he was in this country legally. But everything was correct, or as it should 
have been. But I guess they thought they could get rid of him that way. 
(Laughing) He was an instigator you know (sarcastically). But he really 
worked at it. I don’t know what motivated him. It just seemed like it 
came naturally to him. If anyone had a problem, why they’d [say] ‘go to 
see Joe.’ My dad always had such a personality. He knew how to give 
and to take and to go along. He was a real diplomat for this time. 
Apparently, the immigration officials were around in the coal fields looking for 
people in the country illegally. Manuel Cartelle relates a story his uncle Avelino — who 
came to the U.S. legally - told him about the 1920s version of "La Migra": 
I remember my uncle telling me that they used to know when 
[immigration officials] were coming and they would go out in the woods 
[to hide]. You see, at that time, West Virginia was booming. They 
needed anybody that was a good worker. Coal companies could care less 
if you were legal, illegal or whatever. If you were a good worker they’d 
give you a job. 
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Alejos Lopez did not have the opportunity to join the UMWA, but he supported 
the union. He explained: 
A lot of people are anti-union in this country. I’m not. I saw what it did 
for the workers in West Virginia. For my dad and many like him. It’s a 
lot safer than when my dad, most people, worked because we had the 
Federal Bureau of Mines, State Bureau of Mines, had a lot of mining 
laws that were enacted because of the labor movement. If it hadn’t been 
for that we wouldn’t have the laws that we have today that make mining 
safer. I believe this is why I support unions to this day. When I worked in 
the mines I still supported unions, even though we were diametrically 
opposed (Lopez was a foreman and, therefore, worked for the coal 
company). But still I believe in the balance of power. Like in our 
government. When any group, I don’t care what country or where, gets 
too much power, they become abusive. 
Dav-to-Dav Life in West Virginia 
Working in the coal mines presented obvious perils for the miners. Their 
families lived each day knowing that a husband, or father or other loved one might not 
return. They grew close and helped each other. Just living day to day also presented a 
struggle, especially when the Depression hit, and most people in the coal fields — not 
only Spaniards — faced hard times. 
Facing Hard Times in the Coal Fields 
At Lillybrook No. 2, Frank Ubeda worked for 25 cents a day as a youngster 
filling deep tire tracks in the roads with slate from the slate dump. 
Oh we thought we were it then! I must have been about 12, 14 years old. 
We thought we was kingfish of the bottom, no kiddin’. We thought we 
was it for 25 cents. People were poor, hell, I was poor. I’m not ashamed 
of it. We just had to root hog or die like they used to say around here. I 
have no regrets at all because whenever you come up like we did - and 
we were just common, like everybody — you learn quickly to appreciate 
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what you’ve got. What little bit we had we appreciated so much and we 
didn’t throw it away, not a bit. 
Besides work, maybe going to a movie on the weekend, there wasn’t much else 
to do in the coal camps, John Ubeda said. "A coal camp was a very quiet life," he said. 
The mundane reality would get much worse after the crash of 1929, John recalled. 
During the depression of the 30s they weren’t making but three or four 
dollars a day and working two or three days a week. I went through it, 
but I still can’t see how people lived. How in the devil did people live on 
that? Of course, things were cheap. 
Pedro Torrico’s family moved from Stanaford to Blue Jay in 1918, where his 
father worked at Raleigh No. 6 mine. He was bom there in 1921 and describes what it 
was like: 
There were nine of us altogether. I can’t understand anyone having that 
many children. I used to envy kids that parents had one or two children. I 
went to bed hungry half the time. 
The Torrico family moved to Beckley in 1932 and built a house there, within 
walking distance of Raleigh No. 3, where his father was transferred to. What was it like 
growing up one of nine children during hard times? Torrico explained: 
It’s a rat race, (laughing) It’s a lot of hand-me-downs. I used to be 
handed down girls shoes and stuff like that, and there was very little to 
eat. That was the worst. When you were a certain age you got like one 
egg for breakfast and then at a certain age you got two. You never did get 
three (laughing) [and] a little piece of chorizo. You got a bigger piece 
when you were older and so forth. They’d kill a chicken on Sunday and 
that thing - it’s hard to split one chicken between nine kids and two 
parents, but mother made all kinds of stuff out of that chicken. We’d eat 
everything but the damn bill on that thing. We never starved or 
anything, but stayed hungry. There was no snacks. Never eat lunch, 
never. Going to school we never had a lunch. We’d eat breakfast and go 
to school and never had a nickel to buy anything or didn’t have a 
sandwich or anything to take. We’d sit in the damn corner while the 
others eat their sandwiches, stuff like that. You just didn’t have anything, 
that was it. 
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When the children were old enough, they were expected to work to make a few 
dollars to help the family out. He caddied at the country club for several years from the 
time he was 12 to about 15 and turned over all the pay to his parents. He recalled: 
The only thing [I] had to spend was the tips. We’d get a nickel or maybe 
a dime tip. Back during the Depression that was big money, and we’d 
save that up and come to town on Saturday night, a bunch of white kids 
and I, two hunks would go, and we’d have a hell of a time. You couldn’t 
hardly spend 50 cents. Go to the movie, get ice cream, hot dogs, 
hamburgers . . . Back in those days there was coal miners working down 
there, railroaders, nobody was working, they all caddied. Hell they were 
men, some of them married and had families and we were getting in on 
their territory. By God you had to fight your way in there. Somebody 
outside come in and boy they’d beat the hell out of him. Right across 
from the caddie house they used to have a big water tank. Them guys 
took my pants off one time and hung them up there and I waited till dark 
and went home without my pants. I had to walk [so] I waited until dark 
and went home without my pants. They’d whip us, they did everything. 
But they couldn’t run us off. 
When he was 15 or 16, Pedro landed another job at the Valencia Cafe, which 
was run by two Spaniards. He said: 
They paid me a dollar and all I could eat. I’d go to work at 6 o’clock in 
the morning on Saturday morning and I was a waiter, waited on tables. 
And they give me all I could eat and man as soon as I’d get up there 
they’d have me some ham and eggs and all that stuff. I used to work 
there till 12 o’clock [midnight] when they quit selling beer and then I’d 
have to case up all the beer [bottles] and clean the floors before I left and 
make one buck and all I could eat. I couldn’t hardly wait until the 
weekend, that’s the only time I could get full. I could eat, eat all I wanted 
to. 
All the Torrico children had household jobs too, whether it was hauling wood or 
coal, feeding animals or another chore. Pedro discussed his job: 
I was the bread man. I made the bread. I did that when I was about 10 
years old and I had that job until I was 21, until I went in the Marine 
Corps. I enjoyed it. My sister Andrea was making the bread. I was carry 
drinking water. I had to go across the camp to the other side of the hill to 
get drinking water, so I traded her for the bread. I tried to give it to my 
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brother, trade some chore with him, but he wouldn’t take it. Nobody 
wanted that bread job. I’d get a big old number 4 washtub and I put 25 or 
30 pounds of flour in that thing and mix it up with warm water and yeast 
and salt and beat that damn stuff, you know knead it and then cover it up 
and mother baked it. Twice a week. But I never lost that job. I didn’t 
have to fool with the cow, I didn’t have to feed the pigs or nothing. That 
was the only job I had. Each one of us had a job, haul wood or coal or 
water, something. 
Asuncion Marquis was also bom in Blue Jay, one of several places her parents 
lived and then moved to Mabscott. There were no other Spaniards living nearby, only 
so-called Americans. The Marquis family did visit the Castillos who lived on Ellison 
Avenue and the Seijos on Forrest Avenue. They would do a lot of their grocery 
shopping at Tamayo and Co, also known as the "Spanish store" and at the store that Jose 
Rodriguez had on Neville Street. Asuncion talked about her home life then: 
We eat cornflakes for breakfast nearly all the time and my dad would buy 
[boxes of] com flakes by the dozen because there were so many of us. I 
can’t remember ever being hungry. I don’t think we ever had a day that 
we didn’t have nothing to eat. We always had something to eat. In the 
summertime you could gather apples and we used to go pick blackberries 
all the time and we canned them, sometimes we canned as many as fifty 
quarts in the summertime. That way we’d have fruit even if we didn’t 
have fresh fruit we had blackberries to eat. Daddy always raised a big 
garden of cabbage and he [stored] it under the ground so we always had 
cabbage. My brother Charlie can’t eat a cabbage to this day. He ate so 
much cabbage growing up that if you serve him cabbage he can’t eat it. 
Her dad also raised other vegetables, such as peppers, tomatoes, cucumbers and 
onions. Asuncion said: 
He just had a wonderful garden. He really worked at the garden. He 
didn’t mess around. He spent a lot of time in it because it was very 
important for us to have that so that we could eat and eat well in the 
summer and then in the winter we just had to do the best we could ... 
My mother used to go and hunt cow piles and put them in the garden 
because they didn’t have enough money to buy — and people didn’t even 
know hardly about fertilizer I don’t think -- but that’s what my mother 
used to do all the time. She’d take a little wagon and go hunt them and 
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take them home and used them in the garden. You do the best you can 
when you’re poor. 
Besides being a good farmer, Asuncion’s father also knew how to use his bounty 
creatively. He paid doctor bills with it. Asuncion recalled: 
He couldn’t afford to pay [the doctor] from one baby to the next so by 
the time that I was bom dad got tired of calling the doctor and not being 
able to pay. So dad told the doctor if he had any money he’d pay him, 
but he just didn’t have any [money] to pay him. So he took the best 
things out of his garden and took it to the doctor. Because the doctor 
wasn’t raising no garden he’s probably tickled to death to get those nice 
vegetables. Dad had a big cabbage, he saved it for the doctor. He had a 
big tomato, he saved it for the doctor. He saved the best for him. Dad 
would tell us not to pick this and not to pick that. ‘Saving it for the 
doctor.’ He tried to do the best that he could. 
As with so many families of her generation, the children had regular and 
important chores. One of the chores Asuncion did was to carry water. She explained: 
My goodness, I carried enough water! I was tough as I don’t know what 
because we had to carry so much water. I could carry two big water 
buckets and my sister couldn’t. We’d go get water together. She couldn’t 
carry but one, but I could carry two and I was younger than her. We had 
to carry all the water, winter or summer and we always had a barrel to 
catch the rain water. We used that for washing clothes and scrubbing the 
floor and washing dishes and stuff like that. So we had a tough time, but 
hey our neighbors was in the same shape we was in. Everybody we 
knew. There was people in businesses I’m sure had more money, but our 
neighbors was in the same shape we was in. Nobody had three or four 
pairs of shoes or three or four outfits. If you had two you was lucky. 
Geez, if it wasn’t for hand-me-downs we would hardly have anything. A 
lot of people give us clothes and stuff like that they couldn’t use 
especially when mama went to work. They’d give her clothes and stuff 
like that and she’d bring them home and boy we was tickled to death to 
get them. But we wasn’t by ourselves. Everybody was poor. Nobody had 
nothing ... But we still survived, we survived. (Her mother went to work 
for several years as a housekeeper for the Rahall family, whose son is 
now the congressman.) Dad wasn’t working. The mines worked, but they 
didn’t work all the time and they’d strike and do things like that. We 
didn’t have any money and so mama had to go to work. She didn’t have 
no choice. 
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Josephine Meijide Midkiff grew up in Ameagle, another coal mining 
community in Raleigh County. Her father was a coal miner, but he was also involved in 
the home life. She said: 
My father was quite a family man. He would do a lot of things that 
normally a woman would do. He did all the grocery shopping. And back 
then you didn’t always go to a store to purchase clothing. You had Sears 
Roebuck catalog and Spiegel and my father would order clothing from 
those mail order houses for us. On one occasion, I can remember he took 
me to a place to get me a coat, a winter coat, and I can still remember 
that coat was a beige color and it was very warm. One thing that he 
would do when he shopped for groceries and bring them home, rather 
than bring us candy, like on payday when you’d go and you’d have a 
little more than ordinarily, I can always remember my father during the 
summer months when fruit was in season, he would bring us grapes or 
apples or whatever and then in the winter when fresh fruit wasn’t 
available he would bring us dried figs and dates and raisins, dried fruit. 
And I still like dried fruit to this day. 
Her father contracted cancer in 1932 and died in 1934 at age 52 when Josephine 
was eight years old. During this two-year period, her mother took care of her father at 
home and they had practically no means of livelihood. Josephine recalled the family’s 
struggle: 
The coal company in Ameagle let my mother have groceries during that 
time without paying for it [and] an account was kept there. She did have 
to repay that later, but at least it helped her during that time. And I can 
still remember the amount that that came to — which now a day we think 
nothing of spending that in one trip to the grocery store — but I can 
remember that $59 is what she owed. And that was a terrible amount of 
money because when you don’t have anything, and back then in the 30s, 
$59 was a lot of money. She taught us a good lesson through all of this. 
She knew how hard it was to pay that back and she told us later that she 
made the commitment to herself that she would never ever go into debt, 
no way. And you know that we did not have a refrigerator in our house. I 
can remember when [we] first got one I was 15 years old. My mother had 
saved a little money, bit by bit by bit until she was able to pay for it and 
she got a refrigerator. That made quite an impression on us. And then she 
had to do all sorts of creative things to make ends meet. She began to 
have foreign boarders in our house and she would cook for them and 
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gave them a place to sleep. She washed clothes for people and ironed. 
And then we were janitors. My sisters and I were at that time able to 
help. Then we did baby-sitting, all of us girls after we got old enough. I 
can remember starting baby-sitting when I was only 9 years old and 
some of the children I baby-sat were as old as I was. I [did] domestic 
work for people and even during the summer when they would go on 
vacation I used to take care of their dogs, their turtles, any kind of pets, 
they had birds. I used to do that, take care of them while they were on 
vacation. So we did all sorts of creative things to make ends meet. 
After Toney Pallares’ father was killed in the mines in Logan County, his 
mother, Patrocinio Castillo, moved with the six children to Minden, then Sullivan where 
she ran a boarding house, and finally to Beckley around 1931 when he was four years 
old. He said: 
We’ve been here ever since. When we first came to Beckley, we lived in 
a home that we rented. My mother had the Crouch Lumber Co. to build 
us a little three room house on Pike Street and we remained there until 
we all grew up and left home. Our cousins lived down on Ellison 
Avenue, say two blocks from us, and we grew up with them . .. My 
mother received back then I think it was 55 dollars a month 
compensation for my father had gotten killed in the mines. And she 
worked. Cleaned houses and she took in laundry, stuff of this nature. We 
had a rough time growing up. I suppose I got my first new pair of socks 
when I was 10, 12 years old. Because when holes came in the end of 
them they were cut off and sewed and passed down to the next one. 
Shirts, pants, everything was like that. And the First Baptist Church here 
in Beckley helped us. 
Toney said there were other Spanish families nearby, including the Gallardos 
and a Nunez family on Ellison Avenue. During these years, he worked at Tamayo and 
Co., which was operated by Jose Tamayo and Nick Secador. They married Maria and 
Encamacion Herrera, who were sisters of Jose Herrera, who married Toney’s sister 
Louise Pallares. The three families, the Tamayos, the Secadors and the Herreras, lived 
in one big house and the store was in the basement, Toney said. Tamayo and Co. 
catered primarily to Spanish people, who represented a huge community in Raleigh and 
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surrounding counties in those days. "At one time I’d say there were four or five, six 
thousand Spaniards," Toney Pallares recalled. But other immigrants, such as Hungarians 
and Poles also were regular customers because Tamayo and Co. carried items they 
enjoyed, as well. The storekeepers would go out to coal camps on say, Monday and 
Tuesday to take orders from people and then deliver on Thursday and Friday. He 
worked at Tamayo and Co. as a youngster and he remembers it well. He recalled: 
My most hated job was cleaning out the fish box. They had a refrigerated 
fish box where they put ice, put fish in there and you had to drain all the 
water out and oh, the odor was terrible. You know how old fish smell. 
Oh, I hated that job. But I would stock cans in the shelves, mop the 
floors, sell produce, worked in the meat department. I did a little bit of 
everything as I grew older. I didn’t actually work there. We would help 
them. I didn’t get paid. They gave us groceries and things like that. They 
gave us a lot of food. They were good to us. 
Alex Lopez father, Dositeo Lopez, came first to Isabel in McDowell County, 
moved on to Lillybrook for a year and then settled in East Gulf where he met his future 
wife. He worked at East Gulf until he got "cut off' in 1953. The Lopez family was 
practically self-sufficient. Alex recalled what it was like growing up at his home: 
We had chickens, we had a cow, we raised a calf every year. We raised 
our own chickens. Hatched our own eggs. We didn’t buy much. My dad 
had big gardens. We raised everything. Potatoes, onions, celery, peppers, 
carrots, peas, beans, lettuce , onions. You name it, we grew it. My 
mother would can. We had our own milk. We’d make butter. She’d take 
the fat and even make soap. He’d buy the feed sacks and my mother’d 
make pillowcases and sheets. That’s what they were, old feed sacks. We 
didn’t go to the store and buy these fine linens and things, you know. We 
made our own sheets and pillowcases out of feedsacks. My job in the 
evenings, I’d come home, I’d gather eggs, I’d feed the chickens, geed the 
dogs, feed the cows. A lot of people had cows in the coal camps and you 
just let your cows run loose. Put a bell on here. We had a black and white 
one and we called her Morita. It means blacky in Spanish. In the 
evenings I’d have to go get the cow if she wouldn’t come home. And I 
knew her bell over all the others. I’d start calling her ‘Morita!’ and she’d 
move and I’d hear that bell and I then I could go find her. I had to get the 
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coal, wood. We’d help my dad in the garden. We had to cut wood for the 
fire. We lived kind of up on a hill and didn’t have a road up to the house. 
You had to carry everything up there. So we had a little building in the 
back where we kept our feed, all our canned goods and stuff like that. 
Sometimes I’d have to carry ten, twelve sacks, hundred pound sacks of 
feed. And I was around 13, 14. Now this is the truth. I could carry two 
hundred-pound sacks of feed up that hill without stopping. At that age. 
Families typically moved a great deal, all part of trying to do better. It was not 
unusual for families to live in a half dozen places or more in a relative short period of 
time. But the Ubeda family might have set some sort of record. John Ubeda recalled: 
We come from Spain, we come to Prudence [that’s] the name of the 
town, coal camp we lived in. Now this ain’t in rotation because I can’t 
remember from here to there, but we lived at these different places: 
Lived at Prudence and then I don’t know where we went from there, but 
we lived at Glen Jean, we moved there three times, and we lived at, let 
me get ‘em in rotation, the places, Loughgelly (), and Summerlee, then 
we lived at Dairy Hale. We lived at Dunloop. We lived twice at 
McDonald. We lived at Tamroy. Now that’s in Fayette County. Then we 
lived at Cranberry, we lived at Lillybrook twice and Fireco twice. Then 
we lived at Vanwood, that’s in Raleigh County and Tommy’s Creek and 
we lived at Crown in Logan County. That’s that holler that got washed 
away. You heard about it, that mine dam busting and broke loose and 
had a flood on Buffalo Creek? Well we was there, hell we wasn’t there 
but about six or seven months. We come back to Raleigh County. Them 
was about the only places I can remember now. There’s a gang of ‘em. 
Moving so much, that beat everything I ever seen (laughing). Dad would 
get mad and hell he’d quit and go somewhere else ‘cause you could get a 
job back in them days in the mines anywhere, anytime. They wasn’t 
mechanized like they are now. 
The Sting of Prejudice 
Along with the daily struggle to get by, Spanish immigrants and their children 
also faced prejudice, as did all foreigners, apparently. Lillybrook No. 2, one of the 
places the Ubeda family lived, had only about 30 houses and just two other Spanish 
families, one of which was Frank’s sister and her husband, and they lived in the same 
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row of houses. The conditions were primitive. No electricity, just a doubled fireplace, 
one side was in one room and the other side was in another. They had a coal stove and 
outdoor plumbing. These were typical arrangements, but Frank felt that the foreigners 
faced discrimination in the camps and explained: 
The biggest thing that I saw that I didn’t like, it touched me even though 
I was small, was that for a while you could notice that you didn’t have 
the best of housing locations. It was different. There was some of that. 
And in the mines you didn’t always get the best of jobs. The conditions 
of the places where you worked, you didn’t get the best. 
In his youth, Frank Ubeda took up music and along with several other Spaniards, 
formed a band that used to play dances regularly. In some circles, having this talent for 
music — or anything else — rubbed people the wrong way, if you were of the wrong 
background. Frank recalled: 
If you were of foreign descent and you were a good ballplayer, a lot of 
them didn’t like it because you were a good ball player. If you 
entertained and if you had a little band, which there were a whole lot of 
little musical bands in the coal camps, and if you could play music pretty 
good, that was held against you too. Jealousy. Don’t misunderstand. 
Everybody was not that way. You just had some, just enough of them 
[with] a poor attitude. 
Frank’s brother John said that he doesn’t recall specific incidents of 
discrimination, but the sentiments were there. "There was bad feelings against all 
foreigners in the 20s and 30s. There was discrimination, not only against Spaniards, but 
all foreigners. [The Americans] would just ignore them and not have nothing to do with 
them mostly." 
Laura Torrico grew up in Tams, another coal camp in Raleigh County and 
described how the community was segregated. 
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We had three sections there, and this is probably so strange, there was a 
colored community, a white community and a foreign community. And it 
was separated by a church and a store. The foreign community was at the 
bottom of the town and there was a church and a school, two churches 
and a school, and then it was the white community. And then there was 
the mines and then it was the colored community. There was, segregation 
is what you call it, even the foreigners were segregated from the 
American people. We had a Catholic church, they had an American 
church and the colored people had their church. We didn’t know to feel 
anything. It didn’t matter to us at that time of our lives because we were 
in the foreign town, but they called us hunks, whether you were Spanish, 
Polish, whatever you were, that was hunk town, that’s how they referred 
to us, the foreigners, they called them hunks regardless of their 
nationality. 
The Tams’ mines closed in 1957 or 1958 and the miners either went on to other 
mines or retired. The community no longer exists. Laura said: 
Our Catholic church burned down. The American church was the last 
thing left down there. There’s nothing down there except a [coal] 
preparation plant and the warehouse where they keep equipment for the 
plant. All the homes are gone, everything’s gone from there. The whole 
community, black, white and foreign are all gone. 
Libby Martinez Keadle also grew up in Tams as an only child. Her grandparents 
lived in the community and her father and grandfather both worked in the mines 
together. She recalled the town: 
You had the colored section, the American section, they called it, and the 
foreign section. Really, when I was very young I didn’t think anything 
about it, because you just accept things, I guess, when you are so young. 
I felt like, though, that we weren’t discriminated against. I know that we 
would have beautiful gardens down on our end, that they called the 
foreign section. The Americans got mad at you and they’d call you 
hunky you know. But it seemed like the foreigners managed their money 
so well. They were hard workers. They dressed nice. They had money. 
And a lot of times I think the others didn’t fare as well as we did. I think 
there was some prejudice when they had the team sports and things like 
that. Because you had just the elite that used to attend sports and lived in 
the best homes and things of that sort. I’m sure there was probably quite 
a bit. I mean I was so young it didn’t seem to bother me. I thought I was 
something because I was Spanish. Isn’t that something? I thought, oh, 
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I’m Spanish, oh!’ I did not feel inferior. They might have wanted me to 
feel that way but... . (starts laughing"). 
Pedro Torrico recalls how Spaniards were often mistreated at Blue Jay when he 
was growing up: 
There were 12 or 13 Spanish families at Blue Jay. They rented the houses 
right together. There wasn’t no Spaniards that lived on the other side of 
town. They put ‘em together I guess. We all stuck together, like colored 
people stuck together. They stick together, we stuck together. We were 
outcasts. I mean we were called hunks, laughed at. The older kids beat 
our ass and all that stuff. You had to scrap a little bit. They didn’t like 
hunks. I thought ‘damn hunk’ was one word the laughs loudly). Now the 
teachers seemed to treat us good. 
He remembers one incident in which an older boy was beating him up and an 
"American" man intervened on his behalf. Pedro said: 
He was about four or five years older than I and he was beating me up 
pretty good. This guy comes and pulled him off of me and kicked his ass. 
[The older boy] said, ‘I was just beating up a damn hunk.’ He said, ‘by 
God he’s a human being. You better not touch him anymore.’ 
The Marquis family also felt the sting of prejudice, Asuncion recalled: 
A lot of people didn’t like us because we were Spanish. A lot of people 
called us hunky all the time, but you know what our dad told us? Dad 
said ‘Don’t pay any attention to it. If they call you that don’t pay any 
attention to it.’ He said ‘You’re just as good as anybody and hold your 
head high.’ That’s what dad always told us. ‘Hold your head high and 
just go on.’ And I think that helped us better than anything because a lot 
of people would call you that you know. (It wasn’t just words that were 
directed toward the Marquis family.) Throw rocks at us and one woman 
even brought a butcher knife to the house and wanted to fight. But you 
see, they were just mean. They didn’t like us just like some people don't 
like the black people now. Well, they didn’t like the Spanish. They didn’t 
like anybody if they came from another country. Same thing. They called 
them all the same thing. They just wanted to associate with just 
Americans. They didn’t want to associate with the others. But in school 
you didn’t have much trouble. It’s just at home your neighbors wanted to 
fight. Not all of them, some of them. 
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The Meijide family also was targeted for acts of prejudice in the community, 
Josephine recalled: 
Some people linked all foreigners under one name, and we were called 
hunks, which actually is a nick name for Hungarians. But everybody that 
had any kind of a foreign background was a hunky. I can remember my 
mother being out in the yard hanging her clothes and the kids would 
throw rocks at her, just because she was a ‘hunky.’ And that was a 
hurtful thing. And I can remember picking up, maybe I had left a 
textbook lying and then go pick it up and there would be some 
derogatory things written in the textbook. Like being a hunky, and poor, 
of course we were poor. We knew we were poor, we didn’t have to have 
anyone tell us that. As if being a hunky or being a foreigner would cause 
you to be poor which was not the case. I was always the type of person 
that tried to look, I guess for the better part of people’s side and I didn’t 
dwell on it too much, except that... we were just not accepted into the 
circle, you know, the usual circles. I don’t know if it was because I was 
born a Spaniard or whether I was poor. So I don’t know. 
Toney Pallares didn’t escape being the target of ethnic slurs either. He said: 
I was called hunk a lot. And we had a lot of fights. Somebody call you a 
hunk, you just hit him. I can remember an incident that an American 
woman called me a hunk. And my mother went up and took her fist and 
smashed that woman right in the face and said, ‘don’t ever call my boy a 
hunky boy again.’ She did. But some of the American people were very 
nice. 
Coal Camp Life 
Because each coal camp was self-contained, with people all living in the same 
area, going to the same schools, shopping at the same store, and so forth, and the men 
working in the same mine, strong community ties typically developed there. Frank 
Ubeda recalled: 
[In] the coal camps, the people were very clannish. They stayed together. 
If something happened to a certain family, here come all the rest of the 
families, you didn’t have to ask for any help. They came to see if you 
needed help. In the coal camps the people were together like that. Like 
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say, one of the miners gets hurt in the mines, buddy it wasn’t long that 
the people were right there. 
Laura Torrico grew up in Tams, another coal camp in Raleigh County and 
described what the community was like: 
Everybody was kinda close-knit, one of those things where you don’t 
have to close the doors, and everybody was there to help you if you 
needed it. It was very dirty as far as that dust goes. You could clean 
everyday and you’d still have a dusty house. But I don’t guess anybody 
minded it because it was a way of life there. We didn’t know anything 
else; so that was a way of life with us. We didn’t know to want for a lot. 
When you live in a community like Tams was, that’s all you had. You 
didn’t know if you were poor, or if you were rich, or if you were better 
off. You had what your needed, and that made you happy. We had 
everything. A poolroom and a theater, and tennis courts. Nothing like 
today, of course, but you had it there if you wanted to use it. 
Libby Martinez Keadle also grew up in Tams as an only child. Her grandparents 
lived in the community and her father and grandfather both worked in the mines 
together. She recalled the town: 
It was like one big family. Sometimes you liked them and sometimes 
you fought with them (laughing). The best thing I liked to do was we’d 
go down Crooktown and dance. On the weekend, we’d go to the movies 
and go down there and dance. But we took the whole family. The 
mother, the father, the children, everybody went, and then everybody 
came home together. And I think that’s a little bit the way they do in 
Spain. 
Life in the Boarding House 
Fireco, just across the tracks, was a little bigger community than Lillybrook. The 
Ubeda family moved there when Frank was six or seven to run a boarding house owned 
by the coal company for Spanish miners. Frank described the facility, known as the 
"Spanish club house": 
These men had their wives in Spain, or were single. Instead of them 
going out and staying in separate homes with different people, they 
stayed together in the coal camp house we called the Spanish club house. 
There were about 14 or 16 people that stayed there that mother had to 
cook for, laundry and all of that. Of course, we had some help from one 
of our neighbors. It was two colored ladies who were very, very nice 
people and these ladies would come at a certain time of day and they 
would start to work. They would wash clothes, they would help mom do 
what she had to do in the kitchen, anything she had to do, and they made 
the beds in the Spanish club house rooms for the boarders. They took 
care of making up the beds and keeping them clean for mom so she 
wouldn’t have to because she had enough to do. Every bedroom had a 
fireplace and a mantle where they put their belongings, their watches and 
money and stuff like that. These people didn’t associate themselves with 
banks very much in those days. Their bank was each one had a place on 
the mantle and they never did take a penny, one from another." (He 
remembers one experience in particular.! We’d get a paper from New 
York they called La Prensa. the press, and the Spanish fellows would all 
sit on the front porch on a Sunday morning and read that paper. One 
Sunday I was sitting on the porch and one of them picked me up and put 
me on a swing with him and another one. They gave me that paper and I 
started reading it out of the blue sky. That’s where I learned to read and 
write in Spanish. They taught me how. I didn’t go to school for that. I got 
it right there. That’s how I learned it. Speech was automatic, you were 
bom with that, but to leam to read and write, that was different. (The 
boarders also created other types of diversion for themselves.) One used 
to play violin and another one played an accordion. All them fellows had 
to do was to start playing and everything got quiet. You listened to the 
music. They played it because that’s what they played in Spain and that’s 
the music that the people where we were at liked. So when they started 
playing, you shut up. Back then you didn’t have radios, TVs and all this 
like you’ve got today and [when] one or two or three guys played music, 
boy they were popular because everybody likes their music. 
Luis Rodriguez was one of those Spaniards who lived in a boarding house after 
he came from from Galicia in 1930. He headed straight to Lillybrook where some 
friends got him a job in the mines and he lived in a boardinghouse. He told me: 
We had about 15 or 20 coal miners there. Spaniards only. You had a 
place to sleep and eat. Came from work, had your supper ready. Pay so 
much a month. We had fun together. We were all friends. Never fight 
with one another. Got along. Have feasts sometimes together. I lived 
there until I got married. 
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Typically, boarding houses served one ethnic group or another, and some were 
for "Americans." The Meijide family began taking in Spanish boarders while 
Josephine’s father was alive, and continued to after his death. They usually had a mixed 
group of boarders, representing several nationalities. This was an interesting 
experience, Josephine explained: 
We had a couple or three who were Greeks, we had Hungarians, we had 
Italians. We really learned a lot from all these people and they liked 
staying in our place and eating my mother’s food. There was also a 
boarding house for Americans in another part of the mining town, but 
they preferred staying with us because they knew that they could get this 
food that was cooked more like they were used to. And she would try to 
please them as far as fixing foods that they liked [and] they would teach 
her how to cook stuff. She was a very laid back person. She would even 
let them come into her kitchen and prepare something and then she 
would watch how they did it and then next time she could do it herself. 
fShe recalled that one of the Greek boarders planted a little garden and 
later was hurt in the mines and had to be hospitalized in Charleston.^ My 
mother always had a garden. She grew all the vegetables that we used 
practically. That was one way of keeping alive. He asked her if he could 
have a little plot to grow something. Mother said sure, and he planted 
this prior to becoming injured in the coal mines and having to go and 
have surgery. Well, in the meantime [his vegetables] began to grow and 
mother was not familiar with this plant and so she let it grow and grow. 
Someone offered to take my mother down to visit him and she took a 
few of those [vegetables] with her when she went because she wanted 
him to see how his garden was growing. And when she showed him he 
said, ‘Oh no! You let them grow too long.’ This was okra. Mother never 
used okra at that time. You pick okra when it is very young and tender 
and she had let this stuff grow tremendously big. But that was so funny. 
She thought he was going to be so happy to see how well they had 
grown, this enormously long okra. 
So you had a Greek immigrant teaching a Spanish immigrant how to use an 
African vegetable popular in the South. There were other lessons to be learned from the 
boarders, as Josephine recalled: 
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Back then we had fireplaces to warm the house. We would gather around 
in the evenings around this fireplace and they would tell the stories about 
how life was back in their countries. It was very interesting. And I can 
remember this one fellow that stayed at our place. He was Italian, he and 
his son, he was kind of jolly, sunny person. He and his son played the 
guitar and they taught us some songs and we would get around in the 
evening and sing. And he could sing some songs in English because they 
could speak fairly good English. I remember him teaching us a song 
called the rooster that laid square eggs. I’ve never forgotten, it’s been lots 
of years. We thought this was funny, that a rooster would lay square 
eggs. Of course we didn’t even stop to think that roosters don’t even lay 
eggs. It was very entertaining. We didn’t need television. 
In this case, you had Italians teaching Spaniards how to sing songs in English in 
the United States. 
Alejos Lopez maternal grandparents, the Castehons, moved from Tamroy to East 
Gulf where they ran a boarding house. Alejos lived about a mile or so from the boarding 
house and would visit them often. One vivid memory is a picture from World War I that 
hung in the dining room. He has the picture hanging in his house today. He recalled: 
Grandma and grandpa ran the Spanish boarding house, which the locals 
referred to as the hunky boarding house, because if you were of any 
foreign extraction other than Anglo Saxon, you were referred to as a 
hunky in the coal fields. That’s the term they used. But they ran that 
boarding house there and grandpa worked in the mines, he ran the tipple 
there at East Gulf... It was near the mines. All the neighbors around 
were blacks. We were the only white family there. For a lot of Spaniards 
there weren’t that many boarding houses, so they did a lot of ‘batching.’ 
Like two or three guys would live in the house together. They’d share 
expenses, do the cooking, work in the mines. A lot of them did that. I 
remember going with my dad to visit these other Spaniards who lived in 
these houses that were baching. 
The Castenon’s ran the boarding house until after the war when they had to 
move to make room for the ever-growing slate dump. 
Listening to the musicians play at the boarding house when he was a youngster 
may have had more influence on Frank Ubeda than he realized. He and several other 
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Spaniards formed a band and performed regularly for parties, dances, weddings, and at 
Spanish boarding houses. Among them were Avelino Cartelle, Enrique and Andres 
Lozano and a fellow nicknamed Troncho. "We didn’t’ charge nothing. No pay," Frank 
said. On a typical Saturday night they might play at a Spanish boarding house dance 
until 3 or 4 a.m. and then go to someone’s house and start playing on their front porch 
until they got the people out of bed. He recalled: 
It was a lot of fun. Nobody ever got mad. No way. I liked music and still 
do. And I learned by just picking it up and started playing. Of course, I 
had to practice a whole lot, but I didn’t go to music school or nothing 
like that, none of us did. Avelino never went to school. We just learned it 
ourselves. And quite enjoyable to tell you the truth. I wish it was still that 
way." 
Speaking Spanish 
In almost every case, only Spanish was spoken at home. Often, the adult 
immigrants never learned to speak English fluently, although some could "get by." 
Children spoke Spanish at home, English outside the home. Apparently, it was 
important to the parents that their children know Spanish and maintain it because 
several even provided formal Spanish lessons at home. Frank Ubeda grew up bilingual 
and remembers that he always could speak English, although his parents didn’t know 
the language. He recalled: 
At home we spoke Spanish. Mom and dad never could speak English. So 
we had to talk Spanish. As soon as you got outside the door it was 
English. Back then when you went out to play with some other kids, you 
had to learn English. There was no way out. You had to know it. You 
had to learn it and it didn’t take long to learn it. Every time we’d go 
outside, we spoke English. It just came natural because we were so small 
and we could hear it for so long, whenever you started to talk you could 
talk English. The only difference with us was that when we were 
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growing up that not only could we speak in English, but we could speak 
Spanish because we used Spanish at home always, all the time. So when 
we grew up we just come with both of them. Instead of one we could 
speak two. 
John Ubeda is nine years older than his brother. Along with speaking only 
Spanish at home, when he was a youngster, his parents provided formal instruction to 
him and his sister, Mercedes, at home in the Spanish language. He remembered: 
I don’t know what year it was a fellow came from Spain. He had a pretty 
good education and he knew father and he taught my sister and myself to 
write and read in Spanish for a couple years. He stayed at the house. 
They kept him, he didn’t pay no board or nothing. That was the purpose 
of him staying there was to teach us to read and write in Spanish. 
Laura Torrico’s family also spoke only Spanish at home, at least until she started 
school, although her mother, having immigrated at age nine, could speak English and 
her grandmother taught herself enough "broken English" to get by. She recalled: 
Mom and dad, grandma and grandpa, too, they kept boarders and they 
were all Spanish, and the Spanish language was always fluent there. I 
didn’t even know what American language was until I went to school. 
My grandmother always spoke Spanish to us and mom and dad, so we 
just knew Spanish until we went to school. To the day my dad died, I 
never spoke to him in American. It was always Spanish, it was always 
Spanish. 
Libby Martinez Keadle grew up speaking English at home, but learned Spanish 
from her grandmother and through formal instruction at home. She said: 
[Grandmother] never really learned to speak very much English. That 
was the reason I picked up Spanish because I was around her all the time. 
My mother and father spoke English at home practically all the time. 
Mom came over when she was four and my father was so young and then 
he became involved in so much. Now my father had an accent. I don’t 
think my mother had any. She had more of an accent when she went to 
speak Spanish. But I wanted to learn Spanish. My father would teach me 
at home out of his books. My father taught me to read and write it and 
my grandmother taught me to speak it. My father gave me Spanish 
lessons. I believe I still have the primer books he bought me. 
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Pedro Torrico’s family also spoke only Spanish at home, and in Blue Jay they 
were around many other Spanish families which constantly reinforced the language. 
His parents never learned English, although his father eventually learned "a few words 
here and there. We never spoke American, English rather, until we started school. Not a 
word," he recalled. When the Torrico’s moved to Beckley in 1932, his parents were 
"made fun of because they couldn’t speak, but outside of that they seemed to get along 
pretty good." He remembers feeling awkward being around "American" kids in his 
parents’ presence because they had to speak Spanish and the kids would make fun of 
them. Pedro’s father, Jose Torrico Caballero, wanted to become a U.S. citizen, which 
required that he know enough English to pass the citizenship test. Because he couldn’t 
speak English very well, the children tried tutoring him so he could at least pass the 
exam. Pedro recalled: 
He had studied who was the governor and who was the president and all 
that stuff. We’d tell him, we’d read it to him in Spanish and American 
and just try to get him to pass. But they asked him who was the mayor of 
Beckley and he didn’t know. They failed him. It was old man Burks that 
used to run the Lyric Theater up there. [Dad] said as many damn times as 
he’d handed that man a ticket and didn’t know he was the mayor 
(laughing). 
In the meantime, Pedro spoke to an acquaintance who worked in the federal 
building, who contacted the person who gave the citizenship test. He said: 
So the next time he went to take the test he passed. They asked him a 
little old simple question and he answered it and he got his papers. It’s all 
who you know. That’s life. He really wanted to be a citizen, he really 
did. That’s the only thing I ever knew he wanted to do. 
The Marquis family had a strict "Spanish only" rule at home, as her parents 
could speak very little English. Asuncion Marquis Richmond said: 
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Mom and dad couldn’t hardly speak at all. Dad wouldn’t even try to talk 
because he felt so awkward trying to speak English and my mother 
didn’t, though she learned some English before she come over here 
[while] working at that pub in Spain. You wasn’t allowed to come in the 
house and speak English. When we come in the house and we said 
something in English, my mother said, ‘In this house we speak Spanish.’ 
So we had to speak Spanish in the house. My dad could read English. He 
could read the regular paper. That was hard on mom and dad, I know it 
was, not to be able to speak English. 
But the Spaniards did the best they could and would improvise when necessary 
in order to be understood. Asuncion recalled a story about her father going to the 
grocery store: 
He wanted to buy ham. He said ‘hama.’ They brought him a hammer. 
‘No I don’t want a hammer. I want a iamon.’ He couldn’t get across to 
[the clerk] what he wanted. So you know what he did? He got on his 
hands and knees and said ‘oink, oink’ and patted right there (patting her 
behind) and he said they ran and got it then. 
The Meijide family also adhered to a strict Spanish-only policy at home, 
although Josephine’s father could speak English quite well, having taught himself 
during his many travels. She said: 
I can remember that even after we started school that we were always 
expected to speak Spanish in our household. Once you stepped over the 
threshold into the house it was Spanish, and it became just automatic, 
like you turned on a switch. We wouldn’t think of talking English in the 
house. It just never was part of our thinking. When we were in the house 
it was Spanish and I’ve been very grateful for that because it helped me 
to keep up with the language. 
The Pallares family spoke Spanish at home "95 percent of the time," although 
they spoke some English because his mother wanted to learn, Toney said. In fact, she 
took classes at night for a while to learn enough English to become a citizen. Alex 
Lopez grew up speaking Spanish at home, with grandparents and other Spanish relatives 
and friends of the family. For instance, he recalls visiting Spaniards who were batching 
139 
in East Gulf and most of them couldn’t speak English. His mother spoke English well 
because she came to the U.S. at a young age and attended elementary school here. His 
father spoke a "broken” English, but well enough to understand. Dositeo Lopez also 
exchanged classes of English and Spanish with his children. Alex recalled: 
When he went to make his citizenship papers, he ordered books and my 
sister and I would give him every evening a lesson in English. And he 
would in turn then — he ordered Spanish books -- he’d give us a lesson in 
Spanish. And Carrera (family friend Delmiro Yanezl would come and 
visit with us and he would work with us. My dad and mom and Carrera 
would help us too. I could talk it and understand it, but I couldn’t read it 
and I couldn’t write it. 
Connections to Spain 
The Spaniards who left their homeland to come to the Americas during the early 
part of the century were embarking on quite an adventure. Among those I spoke with, 
few stories remain about the journey here. The mythology of the immigrant experience 
tells us that Europeans came to the United States, severed all ties to the homeland and 
never returned. But that is not the whole story. Frank Ubeda recalls the Ateneo Espanol 
holding a benefit dance to raise money to send Joe Gonzalez, who was working in the 
mines at Vanwood, back to Spain to live after he became seriously ill with cancer. 
When Frank Troitino came to the United States in 1941, one of the passengers was Jose 
Fernandez, a Gallego from Coruna, who was an American citizen returning to the U.S. 
from Spain. Frank’s own brother, Joe, who came when he was 13 or 14 years old, went 
back to Spain and then returned to the United States. Laura Torrico says her father never 
intended to stay in the United States and would talk of going back. He actually 
maintained a bank account for many years in Spain. Laura said: 
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When he came to this country he left his mother there with all intentions 
of going back to Spain to his family. And after he was here for three 
years, he lost his mother, and I guess he lost the interest of going back 
there to be with them. He always wanted to go back, in later years, but 
momma not wanting to ever go back to Spain, he didn’t go back. 
Momma was just nine years old. She didn’t have anybody to go back to 
because her mother and father had come and they all came together. He 
kept in contact with his sisters and brothers and nieces and nephews. 
Then after he was here a while, when he could, he would always send 
money back to his family because they were in need. There were a lot of 
people that lived in the coalfields that boarded and some of them would 
stay six, seven, 10 years, make all the money they wanted and go back 
home to Spain. There wasn’t too many that brought families. 
Libby Keadle’s maternal grandfather Nicasio Sanchez, made a couple of trips to 
the United States before bringing her grandmother over. Pedro Torrico believes his 
parents, as well as many other Spaniards, came with the intention of returning. 
Although his father never returned to Spain, he maintained steady contact with his 
homeland over the years. He sent money and items such as clothing to family members 
and also put money in a bank in Spain, but lost it when Franco took over the country. 
Pedro explained: 
They came over here just to work and make some money and go back. 
Most of them. I had an uncle Andrew, which was my mother’s brother, 
he always boarded with us when he stayed here. Andres Garcia Gomez. 
He’d work in the mines four or five years and then he’d go back and 
stay four or five years and spend the money and then come back. Three 
times I know of. 
Manuel Marquez first came to the United States by himself and worked for 
about a year, according to his daughter Asuncion. He then returned to Spain for his wife 
and came back to this country. Her father maintained contact with the family in Spain 
through letters, although Asuncion doesn’t believe he wanted to go live there. "My 
mother would have loved to go back to Spain to live. She wanted to go to Spain to live, 
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but my dad didn’t. He wanted to go to California. He always said ‘I want to go to 
California. I want to go live in California.’" 
Juan Meijide made several trips across the Atlantic before he was married, 
according to his daughter, Josephine. She said: 
He went back periodically to visit the family. He really never intended to 
live here until he died. He always had it in mind to go back to Spain and 
take his family back there sometime. He wanted to make enough money 
so that he could do this. His Spanish heritage meant a lot to him. And 
then [later] mother told us that this was always his object. To go back. 
Juan Meijide actually met his future wife, Maria Fernandez, on one of his return trips to 
Spain. For a while he was living in Price Hill, West Virginia, boarding with one of her 
uncles, Jose Fernandez, and his family. Josephine explained: 
My father did not get married at a very early age. He was 39 and my 
uncle was always kidding him about getting married. He said ‘you really 
should get married because you’re not getting any younger.’ [my father] 
said he thought about it, but never found the right person. Since my 
father was going back to visit, [my uncle] wanted my father to take 
things back to his family. My father said he would do that and he went to 
where my uncle’s family was to take these things and he met my mother. 
My uncle had told my father that he had a niece that was not married 
[and] my father just kind of laughed it off. But he met my mother and 
they made him so welcome that he spent some time there with my 
mother’s family and within a month’s time they were married. He talked 
her into coming back to the U.S. with him. 
Manuel Meijide, Juan Meijide’s brother, was the only other family member who came 
to West Virginia. After a few years in the U.S., he returned to Spain to live, and 
Josephine met him years later. She said: 
He worked as a coal miner, also, but he left his family in Spain. He 
wasn’t too happy being here without his family. So he stayed for a while. 
I’m not sure how many years. He wanted to go back to Spain and he 
didn’t have the money so he asked my dad if he would loan him the 
money and [dad] said he would and so he loaned him the money to go 
back to Spain. Well, work possibilities in Spain at the time, at least in 
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that part of Spain where he lived, were not too good, and so he could 
never seem to get enough money together to repay my father. So what he 
did, the family place, the house and the property surrounding it and 
another piece of property like beach front property, was to be divided 
between my father and him. They were the two heirs of the family. [My 
uncle] said I’ll just let my part go to you for what I owe you. So my 
father actually owned his birthplace and the property around it. When my 
husband and I went for a visit in 1970, they thought we were coming 
back to Spain to claim what was ours (laughing). We assured them that 
we were not, that we would never take that away from them. I never will 
forget the day when we walked into the room and he kind of saluted us 
and said ‘Beck-a-lee Vest-a-virjinia’. He was still proud of the fact that 
he could still say the name of the place where he had lived. But he was 
quite a character and he still remembered and liked to talk about his 
experiences here. 
Alex Lopez recalled visiting Spaniards who were "batching" in a house in East 
Gulf. Many of them returned to Spain. He said: 
Most of them would send their money back to Spain, and then after a few 
years, they went back to Spain. With the money they sent, they did well 
in Spain. So they’d work here for a few years. They didn’t go anywhere 
much. They’d go to Rhodell, maybe drink a beer. Most of them couldn't 
speak English. They might go to the movies, something like that. And 
just worked all the time. That’s why [the coal company] liked the 
Spaniards because they wouldn’t miss [work]. Good workers. All they 
did was work because they wanted to make money to send back to Spain 
so in a few years they could go back home. So they weren’t out there 
fooling around and spending money. You know they just stayed there 
and worked and worked. 
A number of Spaniards returned to Spain during the 1920s, repatriated by the 
Spanish government. The government would even pay for their return ticket home. 
Avelino Cartelle recalled that he almost went back to Spain to live, but decided to stay 
in the United States. His good friend, Manuel Basquez, the companero who had taken 
him to Logan and found Avelino a job, took Spain up on the deal and went back home 
to Galicia. In 1929, Avelino went to Spain to visit Basquez and many other repatriated 
"West Virginia" Spaniards. 
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Spanish Foodwavs and Associations 
When the Spaniards came to West Virginia they brought their foodways with 
them. Spanish food was about all they ever ate at home. Guisado. arroz con polio, 
gazpacho. migas. garbanzos. bacalao. mondigas, chorizo. tortilla, morcilla. sabadiego. 
fiiolas are some of the foods the participants ate regularly. Spaniards also used 
ingredients like garlic, olive oil and azafran that were pretty much unknown to the 
Appalachian culture. As I noted earlier, there were enough Spanish people in the area to 
support Tamayo and Co. and Jose Rodriguez’ market, which catered primarily, although 
not exclusively, to Spanish immigrants. Along with the day-to-day Spanish fare, two 
other customs flourished for a time in West Virginia - wine making and matanzas. 
Wine Making 
Making wine was a family affair for the Ubeda family, with dad, mom and kids 
involved. Frank recalled the event: 
Dad used to make wine over in Spain. He could make wine [that] you’d 
sit down and you’d drink it and you’d think you were drinking a coca 
cola it was so mild. It was so easy to drink. Back then when you sat 
down to eat, that’s what you got, wine, you didn’t get milk, coke, coffee, 
pop or something. You got wine. And when you drank that wine if you 
wasn’t careful, just a glass, you couldn’t get up out of your chair. It was 
something. He was like mom. Mom never did measure anything to cook. 
She just knew how to put so much and that was it. Dad with his wine was 
the same way. He didn’t measure anything, or weigh anything. He just 
put so much and that was it. Us boys helped him a lot. 
Their mother would scrub a wash tub and wash feed sacks, which she then would cut up 
and sew together into a large piece that fit snugly in the tub. They would grind the 
grapes into the tub and then lift up the mixture in the feed sack and twist and twist, 
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squeezing out all the juice into the tub, throwing away the waste that was left in the 
sack. From the tub, they would pour the juice into three wooden barrels. Then his father 
added his special ingredient — raisins — and let the wine ferment. Wine was made 
during the fall. It was customary for groups of Spaniards to order large amounts of 
grapes together and have them shipped in, each taking his share to make his own vino. 
Frank remembers: 
There would be so many grapes bought that they’d come in there in 
boxcars. Then the people would bring their cars or trucks or whatever 
and each one would take whatever he had paid for and buddy they’d 
have a hell of a time I’ll tell you. You see, that kind of life, or that type 
of activity was what kept them going because that’s what they liked. 
That was common for them. Very rich and very good and buddy you 
couldn’t beat that. People just loved that.... As time went by the 
Spanish colony would diminish gradually and it got to where they 
couldn’t buy grapes to have them shipped that far. It’s too expensive, so 
they’d get grapes around here somewhere. 
Making wine was a big deal for Laura Torrico as well. She still has her father’s 
grape grinder and press at her home. "We made wine and I helped daddy. Wine making 
was very interesting to me. It was something that fascinated me. We would make white 
wine and the dark wine. I could just hardly wait for the season to come, so that we could 
do the wine, and it was hard work." Libby Martinez Keadle’s grandfather and father 
both made wine and she helped both of them, even when they did it the old fashioned 
way, she recalled: 
I remember back when my grandfather used to mash them with his feet. 
Sometimes he’d tell me to get in (the barrel)... And then he bought the 
press. In fact my daughter has it over her house out in the yard on 
display. Dad would have to go to [UMWA] conventions in September, 
about when he would make his wine. When dad would go to the 
conventions I had to go out and bajar el vino (press down the grapes in 
the barrels as the wine fermented when they rose to the top). I remember 
I was dating Lee and I’d have to leave him in the living room and I d go 
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outside (laughs) -- it was a tool [shed] or something and the wine barrels 
were out there. I’d go pushing down. I’d come in the house all purple and 
go wash off and then go in there (laughing more) with [Lee]. [He’d say] 
‘what are you doing out there?’ I’d say ‘I have to press the grapes, have 
to bajar vino. I don’t know how they call it in English. You’d push the 
grapes down and then it would raise again the next day. You’d push it 
down again and that was the process it went through; so I had to do that 
while he was gone. And you’d have to taste a little bit of it. 
Tamayo and Co. made wine to sell and also ordered grapes and had them 
shipped in for Spaniards who were making wine for themselves. Toney Pallares took 
part in both enterprises. He said: "They would order grapes by the carloads. And we 
would deliver grapes by the case. I can remember as a little boy they’d wash our feet 
real good and we’d mash the grapes with our feet. And then we graduated, we got a 
press." In East Gulf, the Lopez family also made wine and Alex was involved: 
I helped my dad make wine many times. He made wine every fall. He’d 
go to the company store and they would order the grapes from 
California. There were a lot of Spaniards so sometimes they had a whole 
boxcar. He made white wine and red wine. I believe they were 50, 60 
gallon wooden barrels. Oh, it'd smell so good. I used to love to walk in 
our basement and smell that wine when it was working. And then after it 
worked off, you’d get gallon jugs from the Coca-Cola company and 
filled the jugs. 
Matanzas 
Matanza literally means killing. For the Spaniards it meant butchering hogs to 
have feasts, celebrate and make sausages like chorizo and morcilla. Frank Ubeda 
recalled it was a very special time: 
It looked like a fever hit ‘em. Time to kill hogs. Whenever that came 
about, you didn’t have to go out and hire any help, man they all came. 
They’d get together and come and help each other. Back then chorizo 
was the thing. All the Spanish people did that. It was a custom that I soon 
missed because it was good eating. It was a ritual you had to do. 
Laura Torrico’s family had matanzas every fall in Tams, as well. She explained: 
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Matanza is hog killing time. It was hard work. We enjoyed it, looked 
forward to it and then there was always the good times of having 
everybody come and enjoy themselves and eat from the pig. It was like 
party time. It was good fun. 
But, she added, it was also a necessity. "You did all you could to survive and if 
that was to keep pigs and chickens ..." 
The Marquis family also raised a hog, sometimes two, to butcher every year to 
make chorizo. Asuncion pointed out that it was an important custom. "They did that 
because that’s the way they lived in Spain." Alex Lopez fondly remembers the yearly 
ritual: 
Every Thanksgiving we’d kill pigs and that’s when they’d make the 
chorizo. They had a little building, they called it the wash house. That’s 
where grandpa took a bath. But when we’d have the matanzas that’s 
where we did it. And then up above on the hill he had a smokehouse and 
that’s where he smoked and hung chorizo and morcilla and sabadiego. It 
was big, like a holiday fair. All of the guys that worked in the mines 
because miners didn’t work Thanksgiving. So for two or three days, it 
was just like a fiesta, or like a picnic there. They’d eat and drink wine 
and at night we’d play music and sing songs. They’d sing Spanish songs. 
Grandpa’d play the gaita (bagpipes). They’d dance. Oh it was just great 
times. Best times in my life. Family all together, all Spanish people. And 
the American people would come watch. ’Cause see when Americans 
would kill pigs they’d shoot them, but the Spaniards didn’t. They’d bring 
them squealing, they’d bring them live. Maybe four or five Spaniards, 
have a man on each leg and one on the head and one on the tail and 
they’d bring him — they had a wooden board they laid him on, laid him 
sideways. And one guy he had a certain knife, Carrera, Delmiro, he’s the 
one stuck ‘em. The Spaniards were real meticulous and they had to do 
everything just a certain way. Tradition I guess. Stick him in the throat. 
To bleed him. And he’d just bleed to death. The reason they did that is 
because they collected the blood from the pig to make morcilla. And 
when they got ready, they called grandma. Grandma had a pot and when 
they’d cut him, he’d bleed and she’d get under there with that pot, so it 
wouldn’t coagulate. And then she’d take that in and make morcilla. 
Another thing they made [is] what they called fiiolas. They would take 
blood and mix flour and water in it and I don’t know what else. But it 
was like a pancake. Grandma’s have a hot fire in the frying pan. And 
they’d take them off and they’d be red looking because they had blood in 
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them. And they’d sprinkle sugar on them. Oh lord we kids ate them just 
like, they couldn’t make them fast enough. That’s another thing you 
never heard of. Fiiolas was a Gallego thing from Galicia. Maybe they 
made them in other parts of Spain, I don’t know." (He remembered one 
time in particular). "We [were] talking and telling jokes and having a 
great time. We’d get a tin tub of chorizo and grandpa’d come and take it 
and hang it. While he was gone he’d slip out of the house and take him a 
little nip. We were talking and all of a sudden somebody said ‘Where’d 
grandpa go?’ I don’t know so we went to look for him. What happened, 
he got tipsy, he fell back in a barrel and he couldn’t get out. (laughing) 
We had to pull him out, poor thing. 
One of Toney Pallares’ jobs at Tamayo and Co. was to help make chorizo. He 
preferred eating to making and describes the process: 
They would grind the pork, [add] salt, pepper, garlic, paprika, oregano, 
mix it up, put it in a tub and let it marinate. Then they would start 
packing it into the intestines of the pig, squeezing it down and tie it off in 
pieces six or eight inches long. Then it was ready to be smoked. The job 
I hated the most was the smokehouse. We’d have to build a fire and you 
couldn’t let the fire flame up, just the smoke to smoke the chorizo. And it 
would drip on you and everything. It was terrible. We’d hang the chorizo 
on nails, get the fire going, put it out, and just let it smoke. Anytime you 
saw any flame you had to put it out and just let the smoke go into there. 
You had to stay right there. You’d go outside to get some fresh air and 
then you’d go back in. At night you’d let it die down and then you’d go 
back up again in the morning and start her up again. (The smoking took 
three or four days.) 
Not everyone raised or killed their own hogs, but making chorizo and morcilla 
was still customary. Many would buy the meat and ingredients and prepare the chorizo 
or morcilla. In Ameagle, the Meijides and Sotos would buy the pork and intestines and 
other ingredients they needed to make chorizo. Josephine underscored the importance 
of chorizo to Spaniards when she described one case where the custom was literally 
brought to America: 
When my mother came to this country, another family wanted her to 
bring some chorizos to somebody here in this country. Well you weren’t 
allowed to bring foodstuff and that kind of thing. So mother said that 
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she’d try. My father said you shouldn’t do that, you’re doing the wrong 
thing. They knew that she could get on the boat OK, her problem was 
going to be when she got here to the states. So you know what she did? 
She put those chorizos hanging on her arms, put her coat over that and 
walked right through customs. So she was able to take those people the 
chorizos. 
Frank Ubeda suggests that making contact with other Spaniards was a very 
important part of these activities. 
Any time they could get together for anything, whether it was for wine, 
hog killing or whatever, anytime they could get together, buddy that was 
it. They was living in heaven whenever they got together. And I don’t 
blame them. [Matanzas] went out first. As time went by, you didn’t get 
your own meats by raising your own hogs or cows or cattle. It just got 
away from ‘em because the colony was diminishing in size. 
Ateneo Espanol 
Spaniards had found many was to get together since they began arriving in the 
coal fields after the turn of the century: wine-making, matanzas. picnics — where they 
often played their beloved game of soccer, at boardinghouses, dances and parties, 
Spanish clubhouses, "bach-ing," at union halls, and trying to live near one another in the 
camps, for example. In 1938, a group of Spanish immigrants decided it was time to 
form their own organization and construct their own building. The Ateneo Espanol was 
born. Frank Ubeda was an early member and said the Ateneo Espanol provided a place 
for Spaniards who were scattered all over several counties to come together for fun and 
to support one another. He said: 
You wouldn’t say that they were clannish, no. They were just people 
who loved to be together. A lot of them couldn’t speak English - some 
of them could of course - but whenever they got together the world 
opened up for them. They had companionship to distribute. They just 
couldn’t get over it and whenever they’d come out they’d stay out, you 
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know, families. You kept the people closer together to each other and 
they didn’t drift apart which is worth a million to a person that don’t 
know the language and all they do [is]go to work and come home, go to 
work and come home. You give them a little bit of frivolity and what 
have you and boy I mean they just eat that up. That’s their lives you 
know. And the Spanish people just liked to stay together as a general rule 
and the Spanish Club meant a whole lot to them. There for a long time I 
remember on Sunday there would be certain ones that come there to 
drink coffee, play cards, but you couldn’t get them out of there (laughs). 
The Ateneo Espanol provided financial help to people, as in the case of Jose 
Gonzalez, a Van wood coal miner who contracted cancer and because he did not have 
long to live, decided to return to Spain for the remainder of his life, Frank recalled: 
We gave him in one night, one Saturday night dance, enough money for 
him to go to Spain and all his expenses. The Spanish club was there for 
the benefit of the Spanish people of the area. The most important thing 
was to help the others who needed help when they needed help. 
The Ateneo also collected money, clothing and other supplies and sent it to Spain 
during the Civil War. Helping the war torn country was one of the reasons for starting 
the club and most Spaniards here opposed Franco, although there probably was some 
hidden sympathy for the dictator. Frank Ubeda said. 
We should have gone over there and hung him ourselves, I guess. I 
would say that if I would have been one of those in favor of Franco I’d 
never let anybody know it, not around here. We’d take up money, 
clothing, send it to New York, have it shipped to Spain. God knows how 
much they didn’t get that they should have gotten. 
At the time the Spaniards in Beckley were forming the Ateneo Espanoh Frank Troitino 
was in Spain fighting against Franco. He said he received some of that help that the 
Ateneo sent, remembering a package with the Beckley address on it. "I got some candy 
from the United States, I ate some candy over there in Guadalajara donated by the 
Spaniards over here. I’d never been in Beckley before, but I heard about Beckley when I 
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was in Spain." When he came to the area, he joined the Ateneo for a few years and then 
dropped out in 1948, explaining during our interview that his life became busy and he 
just drifted away from the club. Forty years later he rejoined. It was a place where entire 
families could go together to have fun, Laura Torrico said: 
We were young, we started going [when] we were just little fellas, and 
we enjoyed the dances. It was good fun. You would dance with 
everybody and everybody knew everybody and the whole family would 
go. It just wasn’t the young group, it was everybody, the whole family 
went. The little ones, and the big ones and the old folks, whether they 
could dance or not they could sit and watch. There were lots of people, 
just hundreds. All the people from the little coal camps would come on 
Saturday. They did have some Spanish plays there. They had several 
weddings there at the Ateneo. too. They made money and sent it to 
[Spain] during the civil war. I guess we felt in our own way we were 
contributing . .. 
When the Ateneo Espanol opened its doors, it was an exciting moment for the 
Spanish community, Libby Keadle recalled: 
My grandfather Nicasio Sanchez, he was really wound up about the 
Ateneo Espanol. When they built that I remember he got so excited. 
They would park along the railroad that goes in front of the Ateneo and 
then walk over. He got so excited that he got out of the car and left the 
car door open or something and another car came and hit him. I don’t 
think it hurt him [but] he thought that was the greatest thing. Every time 
they had a dance we all came. We didn’t have a car. We had to get 
somebody to bring us, but the whole family, mom, dad, grandfather, 
grandmother, aunts, uncles, everybody came. It was a big deal to us. We 
came from Tams you know. We made friends up here with other Spanish 
people. Sometimes you couldn’t move. The dance floor would be here 
and then there would be people talking here (gesturing). And you 
couldn’t walk through here to get there. 
Going to a dance at the Ateneo Espanol. or the "Spanish Hall” as many called it, 
was an event that people looked forward to. Asuncion Marquis Richmond recalled: 
It was wonderful. We planned ahead of time what we was going to wear. 
Sometimes we had to buy a piece of cloth and make something. We met 
our girlfriends down there and we gossiped and we had a good time and 
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we danced with everybody nearly. We had a real good time and my 
mother loved to go with my dad cause my mother got to speak with her 
friends at the Spanish Hall. Mama loved it and we did too, but our boys 
wouldn’t go. They didn’t want to go, they didn’t want to dance and they 
didn’t want to go and they wouldn’t go. But the three of us girls went. 
Elizabeth and Mary and myself we always went. We didn’t get to go 
anywhere else hardly. Our parents wouldn’t hardly let you go anywhere. 
They were protective of girls so that was a biggie for us. (She quit 
participating in the Ateneo because her husband couldn’t speak Spanish 
and didn’t want to gol. 
Pedro Torrico actually helped build the Ateneo building as a teenager, mixing 
cement and helping put on the roof, but was never a member until recently. "I haven’t 
belonged to that club for very long. I think Toney Pallares wife talked to my wife and 
got me to join." The Ateneo Espanol was a happening place and not just for Spaniards. 
Non-Spanish people would often go with their Spanish friends, Toney Pallares 
remembers: 
You talk about a place rock man, that place rolled. They had tremendous 
parties down there. The Ateneo was really quite the thing with Spanish 
people. There were a large number of other people besides Spaniards 
who attended the dances and get togethers. Polish, Italian, Hungarians, 
Americans, you name it. They would flock to the Spanish hall. It was the 
spot for everybody in the coal camps. 
CHAPTER 7 
EDUCATION EXPERIENCES 
In this chapter I will address various education issues. First, I will explore the 
experiences that the Spanish children had in West Virginia schools using their words. 
Then I will discuss the findings from the survey of social studies contacts and the 
review of West Virginia history textbooks. 
Going to School 
One of Frank Ubeda’s earliest memories of school is how his teacher at Tommy 
Creek controlled his classroom. It was first or second grade and Frank got quite an 
impression. He said: 
I’ll never forget Tommy Creek. The teacher wasn’t much taller than me, 
but he was huge around. He was the principal of the school and you 
know how he would disburse his authority? If you did something you 
were the one that had to go down to the creek from the school house and 
get the switches and bring them back, a handful. That guy could whip. I 
was lucky, I stayed afraid of him all the time we were down there. Kept 
my mouth shut when I was supposed to because, let’s face it, that’s the 
way it ought to be. I mean a principal should have his authority that 
when he tells a student something for that student to do it, that’s why 
he’s going to school, what else? Discipline. Back then if a teacher told 
you something you better do it, or be glad that you did, and if you didn’t 
you were going to be sorry. 
Frank could speak English by the time he started school and, therefore, had no problem 
adapting to the language. However, school is when he first realized that he was 
somehow different from the other "American" students. He explained: 
It made me feel that I was different, not in a low [way], but I was 
different. Let’s say my dad would come by the school, or my mother, or 
some Spanish people who we knew in the camp, if I spoke to them in 
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Spanish, then this bunch over here [classmates] got a joke out of it. To 
them it was funny, it was so different it was something funny. It wasn’t 
funny to me, and I didn’t like that, naturally. Of course, you couldn’t do 
nothing about it. These kids didn’t like what I could do and they didn’t 
like it because they couldn’t do it. I’ve always said that because I could 
do it and they couldn’t. They were pissed off, and that’s how it came out. 
But when you’re of a foreign language, if you’re a foreigner, you’re just 
different that’s all, you’re just different, you’re not like them, you’re 
different, when it’s not so. Kids didn’t know that were hurting your 
feelings or made you smaller than them so to speak. They’re doing it for 
a joke. Perhaps it was not their fault. It could have been perhaps the fault 
of the parents. When I was first going to school, a foreigner wasn’t the 
best liked person, they didn’t like you. A lot of them could have been 
learning something. They laughed about it through ignorance. Whenever 
you’re knocking somebody be careful you may be knocking yourself. 
There were many occasions, however, when students did take the opportunity to 
learn Spanish words from Frank. "This has happened to me a lot of times in school," he 
said. When he attended Stoco High School he had an opportunity to use his native 
language in a more formal and creative way. The teacher let Frank help teach the class 
because he knew the language so well. He fondly recalled the experience: 
When I was going to high school I wanted to take Spanish for the 
grammatical part of our language, so I could [speak] a little bit better. 
There weren’t too many people taking other languages in those days. The 
teacher couldn’t speak Spanish, she couldn’t write Spanish, but yet she 
was the Spanish teacher because back then your teachers weren’t as 
[specialized] like they are today. When we had Spanish class and 
something had to be written on the blackboard, or read to the class, it had 
to be Frank. I was the only one and in a sense I was glad of it because it 
gave me that much more that I would not have had. 
The teacher was not threatened by the fact that a student knew the subject matter better 
than she did. On the contrary, she saw it as an advantage for her and the class. "She was 
a peach of a lady. She was just as nice as she could be. No problem." Like so many in 
his generation, Frank had to quit school to go to work in the coal mines. "I couldn’t go 
to work and to school too; so I went later and got my certificate. That’s the only thing I 
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could do." His brother, John, received even less formal schooling because he had to go 
to work even sooner. "I don’t even remember going to school. I went to school to the 
fifth grade and then went to working in the mines when I was about 12 years old," he 
said. 
Frank Troitino was bom in 1909 and went to school in Spain, but his 
educational experience doesn’t sound much different from that many of 
many his contemporaries here in the United States. He said he went to 
school "[to] about fourth or fifth grade maybe. You learned how to read a 
little bit, write a little bit, little bit of arithmetic and then you’re ready to 
go. You know how to write a letter or read a letter. 
Like many of the Spanish children, Laura Torrico couldn’t speak a word of 
English when she started school, and she has no memory of how she learned English, 
either. "I just don’t remember. I don’t remember even my first, second, or third grades 
in school. But then after I got in the fourth grade I remembered my teachers and my 
subjects and all of that. I just don’t remember one through third grade. And my sister 
doesn’t know either because we’ve talked about it." Housing in Tams, the community 
Laura grew up in, was segregated into three sections: American, foreign and colored. 
However, the separation didn’t extend to school. She explained: 
The foreign kids and the white kids would go to school together. The 
colored kids had their own school. They were segregated from everybody 
all the time, but we were in the schools, and we went through sixth grade 
and from there we went to Mark Twain High School in Stotesbury, West 
Virginia and we finished high school there. So we didn’t feel the 
segregation other than we lived in hunk town, they lived in American 
town and the colored people lived in colored town. When we were in 
school there was no difference about anything. Everybody got the same 
education. And we had staunch teachers. They wanted you to learn. They 
didn’t expect you to come up there and just try and do nothing. They 
were very educated themselves and that’s what they wanted to stress to 
you. At the elementary school we had six grades. There were three 
teachers and then later on there was the fourth teacher. They were like 
planted in the community per se. They were always there. They were 
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there when I started school and they stayed there until the school was 
gone. All four teachers taught everybody down there. They were a 
community oriented people. They lived in a house. They had their own 
house. Mrs. Munsey was our principal. You didn’t feel like that you 
couldn’t talk to her at any time, you know, like a neighbor. You might 
say ‘I can talk to Ms. Munsey as if she was just my next door neighbor.’ 
[The residents] respected them because they were the teachers, but you 
weren’t intimidated by them. At least I wasn’t. They were a part of the 
community. The school was like built around the community or the 
community was built around the school. You couldn’t tell the difference. 
After finishing at Tams Elementary, Laura went on to Mark Twain High School, several 
miles away at Stotesbury, beginning in seventh grade. It was a whole new experience, 
riding the bus to school and being with new students from other towns. She recalled 
some of the teachers there: 
Some of them were tough teachers, but then you got out of it what you 
wanted to. They expected more of you, that’s why I say you got what 
you wanted out of it. They expected more of you. Like if you didn’t like 
social studies, you didn’t try as hard, they tried to make you [work] hard 
and that’s when you called them tough, because you wasn’t interested in 
[social studies]. You was more interested in English or math or home ec. 
or something like that. You had no choice. You just had to knuckle down 
and do what had to be done. But then that’s why you didn’t like those 
teachers (laughing). 
Laura said her parents were not involved in the school. "They were just more 
homebodied people, I guess you would call it," she recalled. "They let us go to the plays 
and the basketball games and the football games. My brothers were both active in sports 
and one of them even got a scholarship." Laura graduated from Mark Twain High 
School in 1945. She went to work at age 17 at the coal company store in Tams while 
she was still in high school and worked there for 22 and a half years and then went to 
Beckley and worked 22 and a half years in an insurance company. Isabel Martinez 
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Keadle also attended Tams and Mark Twain a few years later than Laura. She also has 
fond memories of the grade school teachers. She said: 
The teachers were just fabulous. They were dedicated. They weren’t 
married. They didn’t have any children. They didn’t have anything to 
distract them from teaching the children and being there for them always. 
They stayed there for years and years. Never got married. They’d go 
home to Virginia during the summer, but then they come back to Tams .. 
. they treated each child like an individual and the classes weren’t very 
large. I remember them treating me kind of special. I felt that maybe all 
the other kids felt like that. But yet we had a lot of pressure put on us to 
learn. (Asked her favorite subject and Libbv laughs') This is ironic. My 
favorite subject was spelling because they gave you a book of stamps for 
you to get a savings bond and if you’d spell all the words you could win 
that savings bond. I’d go home and I’d study and I’d study. My daddy’d 
give me those words out and I’d just memorize them cause like I told 
you now I’m not good in spelling ... I had to memorize all that stuff, 
but it was my favorite I guess because they had that little carrot out there 
for me. 
Libby recalls facing some prejudice in grade school, although it seemed to lessen with 
time. She recalled: 
In grade school I’d get called hunky ... There was some discrimination 
there. I got into this big fight I bet I was about in the fourth grade [with] 
one of the boss’s sons and I remember he said to me ‘hunky, hunky go to 
hell, American, American ring the bell.’ I got so mad at him I thought I 
was going to pop. But I can’t remember what I told him back. I know I 
made some remark back to him. I believe that maybe was the first time 
that I realized there was some difference in being a first generation 
immigrant. That probably brought it to my attention more than anything. 
But then when I went to high school, I noticed it was diminishing. I think 
I might have been the first Spanish girl to become Miss Mark Twain, or 
whatever you want to call her then. They’d crown you queen at the 
carnival. And up until that time it had been what they called Americans. I 
think I kind of broke the ice for that. I believe Florence Torrico may have 
been the next Spanish girl. I was always involved in a lot, like 
journalism. I was the business manager for the Mark Twain newspaper. 
I’d sell ads and things and the teachers always treated me very well and 
they gave me responsibility. And I liked band. I loved music and I played 
a femelody saxophone which is completely antiquated now. We went on 
a lot of band [trips]. We went to Huntington, to Bluefield and different 
places. Journalism, too. Mr. Knapp used to take us. We went to VPI 
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(Virginia Tech), we went to Morgantown (site of West Virginia 
University). He tried to expose us to a lot of different things. One year I 
gave a speech to the business part of the journalism conference at VPI. I 
just felt so big in my suit. He took us down there and I was the one they 
asked to speak to all the other students ... You know we were down 
there in that little hollow and weren’t exposed to very much. I guess the 
first time I saw Charleston (the state capitol and largest city) was on a 
band trip ... [Academically] what stands out was my geometry and 
trigonometry and algebra. I really loved it. They were just interesting. 
They were very small classes and the teacher could give us a lot of 
attention. There were maybe just six or eight and she could assign 
problems and then she could help you with them. But you got more 
attention in those small classes and she would only pick her better 
students for those classes ... I made A’s and B’s. I won the Balfour 
Award for the best all around student. I graduated salutatorian. They 
didn’t teach Spanish in Mark Twain back then, they taught French. I was 
so hardheaded I wouldn’t take French. I’m sorry I didn’t. I went to West 
Virginia State to study Spanish and never had one year of Spanish in 
high school and was straight A student. I majored in Spanish. When I 
went to college what did I excel in? Spanish. What I learned at home. 
Both of Libby’s parents were involved in her education. She recalled: 
My father was really involved in the school. He was always drumming it 
into my head to go to school, get a good education, be someone. ‘If I had 
the opportunity that you have I would be an attorney.’ Now stuff like this 
is what I heard at home all the time. ‘I didn’t have the opportunity that 
you have. You can be anything you want.’ This is kind of constant with 
dad. All the time ‘Isabel, study, Isabel study, Isabel take advantage of 
this.’ He said, ‘You can go to college. You can be whatever you want.’ 
My mother was always involved in helping out around the school. I 
remember they planted flowers around the school so it would look pretty 
and sometimes the last day of school she’d take the kids all for a picnic 
and stuff like that. She always went to PTA. I think probably a lot of 
immigrants [are] still like that. And I think your blacks, too, are 
motivated with more you’re the underdog, or something like that and you 
have to work harder, you have to prove yourself, you have to be the best, 
you have to study a little harder. First generation immigrants are like 
that. 
Although Libby studied Spanish in college to be a teacher, the only time she got 
the opportunity to teach Spanish came when she temporarily took over for a high 
school teacher who was ill. "When I started studying they had a shortage of Spanish 
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teachers. And then by the time I was ready to teach Spanish, they didn’t have a shortage 
of Spanish teachers." She left teaching altogether to take a job with the United Mine 
Workers, following in her father’s footsteps. 
Many Spaniards had their names changed by Anglos who could not, or would 
not, say or spell their names properly. And many Spaniards probably Americanized 
their names themselves, hoping they would fit in more. One of the most bizarre name 
changes, however, happened to some of Pedro Torrico’s family, and Pedro believes it 
happened when two of his older sisters started school. He explained: 
A girl took them to school and the teacher asked them their names and 
the little girl that took them -- she couldn’t speak English either -- she 
said ‘Bibbs.’ So they put them down as Bibbs. So Pauline and Dolores 
Bibbs were my sisters and the old man went by the name Bibbs. 
Everyone at Blue Jay thought he was a Bibbs. They moved there in 1918. 
We left there in 1932 and everybody knew him as Mr. Bibbs. They all 
called him that. All the American men. Others, called him Torrico, all the 
Spaniards did. American people called him Mr. Bibbs. It’s a mystery. 
They were just Bibbs, B-I-B-B-S. 
Pedro added that Pauline’s name was actually Juana. "How did they get Pauline?" he 
asked. So Juana Torrico became Pauline Bibbs, courtesy of the local grade school. 
Pedro did not speak English until he started school where he was enrolled in what was 
called primer and stayed there for two years. "I was just thrown into the crowd and you 
had to learn." He has no memory of the process, though, and his first three years are a 
blur. "I can remember when I was in the fourth grade. From fourth grade on I was OK." 
He does recall one incident when he took his little brother, George, with him on the last 
day of school one year. He said: 
The teacher told us if you’ve got a brother or sister that’s going to start 
school next year bring him the last day of school. By then my brother 
George knew how to speak English. Taking him there that day I told him 
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‘now don’t talk Spanish to me, speak English,’ and that son of a bitch 
never said one work of English. He was hollering at me in Spanish, and I 
could have choked him. (laughing) He was embarrassing the hell out of 
me. That’s the only thing I remember in the first or second grade was 
taking him to school with me. 
He went to school until the tenth grade then quit to go to work. 
Got a job making $16 a week and quit. Daddy didn’t say a word. I told 
him I wasn’t going to school no more. He didn’t say ‘tu va a escuela’ 
(you go to school) or nothing. If he’d a said you go to school I’d a went 
on. I made good grades in everything ... just got a job. 
Although her family had a "Spanish only" rule when at home, Asuncion Marquis 
Richmond began school bilingual, probably because she had older siblings in school 
and neighborhood playmates who spoke English. She says she always enjoyed going to 
school and discussed some of her experiences: 
I went to Mabscott Grade School and completed the eighth grade. Then I 
went to Woodrow Wilson High School in Beckley. I finished the 
eleventh grade. Then my mother died and I decided to stay home and 
keep the house and that’s why I didn’t graduate. I loved school. I had a 
lot friends and I just loved the kids in school. Even in high school I had 
more friends. I wasn’t too interested in learning, but I had a good time 
and enjoyed all my friends. [In grade school] I was real interested in 
drawing. I just loved that. That was my favorite thing to do. When I 
graduated from the eighth grade they gave me a box of water colors. 
Large great big ones because I was the best artist in the eighth grade. 
Then there were two eighth grades. In the sixth grade, we had a [class] 
president. The first part of the year another girl was president. The 
second part of the year I was elected president. So I got to be the 
spokesperson. That made me feel real good that I got to be the president 
the second part of the year. You got to stand up in front of everybody and 
read the things that we had to talk about. So I liked that. I’m still friendly 
with the teacher. When I see her out I always stop and talk to her. She 
told us ‘if you all ever go back to Spain could I go with you?’ She said 
‘I’d love to go with you if you ever go back to Spain.’ I wasn’t bashful 
at all. Never have been bashful. I loved to get in front of people and do 
things like that. Always did. In eighth grade I danced, we had plays. I 
used to be a real good tap dancer. When I was about twelve years old I 
entered a contest at the Lyric Theater in Beckley. I went up there and 
sang "When the Moon Comes Over the Mountain" and won second 
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prize. And then after that me and two other girls at school danced up 
there and we won second prize. I used to sing on the radio. WJLS. I was 
probably 15 or 16. I’d go early in the morning, about five o’clock, about 
once a week. I used to sing Spanish [and English] songs. I sang in the 
chorus at Woodrow Wilson. 
She recalls being asked to take a part in a play once in which she was supposed 
to play a foreigner, but refused. She explained: 
I was supposed to talk broken English. The bandmaster wanted me to 
take that part, but I wouldn’t take it because I was afraid that my mother 
and daddy would be embarrassed because I was speaking broken 
English, speak it like my mother and daddy did when they tried to talk 
American. It was different. They might not like it and I would never do 
anything to displease them. So I told them I was sorry, I couldn’t do it, 
but they asked me to. 
Drawing, art, dancing, singing, Asuncion apparently was quite the artistic type. She also 
excelled at making ceramics to the point that in a class she had once, many students 
would ask her to paint the delicate, difficult parts for them. Asked about teachers who 
stand out and she talks about a Ms. Pack, an art teacher she had at Mabscott. She said: 
She was a real good art teacher. She was the one who really taught me 
how to write and to draw. fWhat was her secret?) She mostly encouraged 
you a lot. She’d say you can do this, you can do that. She didn’t say try 
or anything. You can do it. And she was positive about everything. And 
that’s the reason you worked good with her. She made you feel like you 
could do it. And you could. Some teachers don’t care. They don’t care if 
you can do it or not. But she did. She cared a lot and she put a lot into it 
and that way you did good for her. 
Asuncion said she doesn’t recall her Spanish heritage ever reflected in the school 
curriculum, but does recall being picked on and referred to as a "hunk" sometimes going 
to and from school. Like many Spanish immigrants, Asuncion had her name altered 
significantly as a child. But she reclaimed it in high school, although with the 
Anglicized pronunciation of "a-SON-shun." She recalls how it happened: 
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They used to call me Cinchell when I was little. Everybody called me 
Cinchell. When I got to Woodrow Wilson High School I had a history 
teacher, her name was Miss Hedrick, and she said ‘Why do you call 
yourself Cinchell?’ I said ‘Well everybody calls me Cinchell.’ She said 
‘That’s not your name. Your name is Asuncion. Don’t you ever let 
anybody call you Cinchell anymore.’ I said ‘I won’t.’ So from then on I 
told everybody when they called me Cinchell, I’d say ‘call me 
Asuncion.’ And it was hard for them to learn and some of them broke it. 
I’ve been called consumption, zoochun, sunshine (laughs loudly). I don’t 
know the names people’s called me. Consumption was the worst one 
(laughs again), and a Spanish boy called me that. 
She recalls a few times teachers asking her how to say something in Spanish, sometimes 
just to prove she could. 
People said ‘you can’t speak Spanish’ and I said ‘Oh yes I can. I can 
even sing in it,’ and so a lot of people think you just think you can or 
something like that and I’d show them I could. I was [proud]. I wasn’t 
ashamed of being Spanish and I wasn’t ashamed of my parents one day. 
Josephine Meijide Midkiff went to Ameagle Grade School and graduated from 
Clear Fork High School, with the highest grade point average in her class. She 
explained that education was a high priority with her parents and believes most 
immigrants felt the same way. She explained: 
It was a very important thing for most of the immigrants that I had any 
knowledge of. They wanted their children to be educated. My mother 
could not read and write. When she was in Spain growing up the girls 
were not educated, at least the ones out in the country. So she always felt 
very inadequate because of not being educated. So that’s one reason she 
put that education bug over our head. She wanted us to be educated. She 
realized what she had missed and she didn’t want us to miss out like she 
had ... I can always remember that [my father] was very, very 
interested in all of us getting an education. I enjoyed school. I always 
looked forward to going. I think it was that my parents had instilled in us 
the idea that education was so important and if you weren’t in school you 
wouldn’t be learning, so you needed to be there. They would always ask 
‘what have you learned today?’ and they showed an interest and were 
always encouraging us so that we always had a love of learning. My 
father was very interested in learning himself so he would borrow - he 
got to know the mine superintendent quite well — and the mine 
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superintendent loaned him some books from his own personal library. 
And my father would take those books home and would guard them with 
his life. And eventually, I guess he read practically every book in that 
superintendent’s personal library. And we saw how it was so interesting 
for him. My sister Rose was the first one to go to school. She could not 
speak a word of English when she started. So she didn’t know whether 
the teacher was scolding her or praising her or what. Often times she 
came home in tears because she didn’t know what was going on. The 
elementary teachers then used to visit in the community a lot. It was 
more community oriented, I think. Then, they were expected to visit the 
home of their students and see how things were, how they functioned in 
their home, which was good really. They became part of the community, 
very important people. At that time people really respected teachers, 
looked up to them. And they asked mother to send Rose -- and she was 
only four or five years old — because they said that being with other kids 
would help her and that she could learn the language faster that way and 
she did very well. She would come home and teach us the words that she 
had learned. And we thought they were hilariously funny, these strange 
words that she was teaching us. Of course, as we got older and started 
playing with American kids we picked up some English that way. So by 
the time I went to school I could speak some English. But I was very, 
very shy. I think this was true of all my sisters. I have learned since then 
that it sometimes makes learning a bit harder for children, the fact that 
when they don’t know the language real well that they are perceived as 
being stupid, ignorant. 
Josephine related a bad experience she had in second grade that would have a 
profound impact on her. She said: 
I [was] made to feel like I was real stupid when I was in the second 
grade. We got a new teacher in the middle of the year and she said I’m 
going to give you a reading test and those of you who don’t do well will 
have to repeat the second grade. Well I just froze. She had everybody 
come up just one at a time and stand by her desk and read and that was 
the reading test. I could not say the first word and she looked at me and 
she said ‘can’t you talk?’ Just shook my head yes, you know. ‘Why don’t 
you say something?’ By that time, of course the tear were coming down 
my face. I couldn’t say the first word, I was so frightened. I was so afraid 
that I was gonna miss the words that I couldn’t remember any of them. 
So she said, ‘well it’s very obvious that you don’t even know how to 
read so you will be repeating this grade.’ So that’s why I repeated the 
second grade. I knew how to read, but I was so afraid that I was going to 
miss a word because she said if you miss a word you will fail the test. I 
was just totally blank. And I vowed right then that if I ever became a 
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teacher that I would never treat a student that way. When I look back on 
it now I realize that if I was going to have to do that at any time it was 
better to have it happen then. But I determine then - I knew I wasn’t 
stupid - that I was going to be the very best that I could be. And I was 
always at the top of my class all the way through my school days. When 
I was in the seventh grade they wanted me to go into the eighth grade to 
second semester, skip the first half. I said no way, things are going just 
fine for me and I don’t want to miss out on anything. So it didn’t bother 
me that I was behind age wise. 
Josephine points out that she had some excellent teachers to balance out the bad 
one she encountered in the second grade. For example, she said: 
In the fifth grade I had the lady who was the principal of the school [and] 
the teacher of the fifth and sixth grades. She decided she was going to 
start a hot lunch program there for the school even if she had to be the 
cook as well as the teacher. She was a wonderful organizer. She decided 
that if each child could have at least a hot cup of soup for their lunch 
along with a sandwich or whatever else they brought for their lunch that 
that would be a plus. She tried to have a different kind of soup for the 
five days. [So] she recruited some of the girls in particular, the students 
of the older grades, and would have us come in like on the days when 
we’re gonna have potato soup, we’d have to peel the potatoes and chop 
up the onions and whatever went into the potato soup and get all the 
ingredients ready and then she would put them on to cook. And while the 
soup was cooking she would be teaching. She had that in her classroom. 
For the whole school. She was a wonderful organizer and an excellent 
teacher. And she did not put up with any dilly dallying. She was tough. 
But you really learned. She expected you to do well. And if you had any 
problems with anything, she gave you the help you would need. But she 
was not satisfied with just any old thing. For instance if you were having 
a writing lesson she wouldn’t accept any sloppy writing or anything. It 
had to be a certain standard with anything she taught. That was back 
when elementary teachers were expected to teach everything. She taught 
reading and math and history and geography and spelling and writing 
and art and music. The whole nine yards. 
She faced some prejudice in school, but believes that the fact that she excelled in 
school diminished the prejudice in ways and helped her earn the respect of her 
classmates. But at the same time, her academic success actually exacerbated the 
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resentment with some classmates who saw her as a "threat” to their standing in class, 
she recalled: 
[In high school] if I’d leave a textbook out, I’d find little derogatory 
things written in there about me being a ‘hunky.’ Of course, it hurt, 
naturally. But I tried to ignore it. I don’t remember ever telling mother 
about any of that because I didn’t want to hurt her feelings. So I would 
just erase it and I felt that somebody’s pretty stupid and pretty much 
pinpoint who did it. But I did well in my academics and other things so 
I think I began to earn the respect of my fellow classmates. Whenever 
you begin to excel with something, like in school, then they start taking 
another look at you and think that it didn’t really matter that you are a 
‘hunky.’ That kind of attitude brought some change, in fact to the [point] 
where because of excelling some became jealous, like ‘the hunkies are 
taking over, if it wasn’t for them then I could be here in first place,’ that 
kind of thing. I remember one particular person that had written 
something derogatory in [my] textbook. I knew who it was because I 
knew the writing. [It said] if is wasn’t for me they would get to be 
valedictorian of the class. 
Josephine contracted tuberculosis and spent her senior year in the sanitarium and 
studied on her own in order to finish with her class. However, because she couldn’t 
attend the ceremony she wasn’t the official valedictorian, although she had the highest 
average in the class. "To them valedictorian was the one that gave the speech, that kind 
of thing. And this girl that had made the remark, she was the one who got to be 
valedictorian." Josephine wanted to major in Spanish in college, but could not do so 
where she attended school. She did pick up enough hours so that she could teach. She 
taught high school Spanish at Woodrow Wilson High School for several years. ("She 
was my teacher there, in fact.") Even after retiring she taught Spanish as a volunteer. 
Toney Pallares started at Institute Grade School, went on to Beckley Junior High 
and then Woodrow Wilson. "I only went to the tenth grade at Woodrow and then I went 
in the service." When he started he couldn’t speak English very well. "In fact I had to 
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start in the primer, instead of the first grade, because I didn’t speak English fluently. I 
guess you could say that they classed me as being slow because I couldn’t speak 
English. So they held me back a year, and I went to the first grade after I learned to 
speak English." Prejudice was also a problem in school. "Same thing, ‘hunk.’ But as 
you got older, you learned to ignore it. And it seems like as you got older, they didn’t 
call you hunk as much. And then it became a joke." 
On a wall in his home, Alex Lopez has his mother’s grade school certificate 
framed. Sports was the gateway to higher education for Lopez who became a star 
football player at Stoco High School in Coal City. That earned him a full scholarship to 
New Mexico Highlands University in 1954. His uncle Tony Castenon and his cousin 
Joe Rodriguez also played football there. There was a coalfield connection. His high 
school coach Lou Gibson was the brother of Don Gibson who left West Virginia to 
coach at the New Mexico school. He discussed his experience at the school: 
Football’s a tough game, but I like it. There’s a lot of things to learn if 
you have a coach that teaches more than just football. And I was 
fortunate that I did. Sports were great for me. It was kind of my way out 
to the outside world ... When I went to college, I was intimidated by 
everything. I’d never been exposed to these things. We went to school 
with a lot of kids, their fathers and parents were scientists at Los 
Alamos. I had a friend, his father was a mechanical engineer and they 
lived in Los Alamos. He took me home with him one weekend. It was a 
town completely built by the government there in the Sandia Mountains. 
A totally walled-in city. And I’d never seen anything like that before. But 
there were kids like that, kids who had backgrounds that prepared them. I 
wasn’t as prepared. I thought I was. In high school I took physics, I took 
chemistry, I took plane geometry, I took algebra, I took college 
preparatory courses. I thought I had a pretty good background. But in 
English, when they said write a term paper, I didn’t know what a term 
paper was, that’s true. I had to turn around, ask the guy behind me what a 
term paper was. That’s right. But still it was a great opportunity for me. I 
traveled throughout the southwest, we played football in Colorado, Utah, 
Kansas, California, Texas, Arizona, all over New Mexico. We had a 
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professor there, she was a woman, she was Indian, and she was head of 
the biology department. Real well known throughout the Southwest. We 
had a good staff there. I knew just about everybody. It was a small 
college. I knew the president, I knew the controller, most of the people in 
the administration and about all the professors. Great place to go. Great 
experience for me, good time in my life. The first year I was very 
homesick. I dreamed of coming home, I was so homesick, man. I tell 
you, practicing football and you have to do your school work, and it was 
all new to me. 
After graduating from college, Alex held a variety of jobs. For a while, he was a 
community organizer in the anti-poverty effort of the 1960s, working with people in 
many of the isolated hollows of Southern West Virginia. As I noted earlier, he worked 
in the mines for several years because the money was good. Later, he owned a small 
grocery and then earned a living through real estate investments. He was retired by the 
time he was 60. 
The Spanish Community in West Virginia Curriculum: Practically Invisible 
The second of my four research questions is "Are the experiences of Spanish 
immigrants being used as a data source for curriculum now? If so, how?" To answer this 
question I (a) sent a survey questionnaire to all social studies curriculum directors in 
West Virginia and (b) reviewed all textbooks that are being used now to teach West 
Virginia history in the state. In this section, I will present the findings of the survey and 
the textbook review, but first I will include some comments that the Spanish immigrants 
made to me about seeing their heritage reflected in the curriculum when they were in 
school. I explored this question with them to see if they had an opportunity to learn 
about themselves in their classrooms. 
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Spanish Heritage Ignored 
Despite the fact that there were a number of Spanish children in the schools she 
attended, Laura Torrico said she never saw her heritage reflected in the curriculum in 
any way. She said: 
Nothing at all. Nothing at all. Not even in the higher grades they didn’t 
do that. I guess that’s what you’d call it — ignored. But the way I look at 
it is ... Well, they tried to treat us all alike. Like you know you might 
have been of foreign descent, but they didn’t make you stand out because 
you were. You was just taught like you was the little American boy was 
here taught. They did not separate you in any way. Although, the town 
itself was segregated. Very much so ... They taught French in high 
school, but they didn’t teach Spanish. Why would I learn French? I 
would’ve loved to learn to read and write in Spanish because I didn’t get 
that at home, I just got verbal language. I was never taught to read or 
write and that’s why I don’t know it today. And you know I blame that 
on my parents because they should’ve taught us to read and write. But 
why would I want to take French in school? I don’t know if there were 
any French kids there or not. You know you couldn’t tell if they were 
French or not. flSlote. I have found no evidence of any French immigrants 
in the area at that time, although there may have been some.) But there 
were several of us that came from Tams that were Spanish and there 
were some from the other communities. But that goes back to whatever 
the curriculum was in the school system I would say. And they probably 
didn’t even think about it back then. 
Except for the story of the so-called discovery of America, which, of course, 
involves Queen Isabela of Spain sending Columbus off on his adventure to find the New 
World, Libby Martinez Keadle didn’t see her Spanish heritage reflected in the 
curriculum in any other way. Not in West Virginia History, social studies, geography, or 
just to discuss the ethnic backgrounds of the people who were in the class. She believes 
it might have been a good idea to include it. She explained: 
They probably should have because we had enough representation in 
some of those classes. It would’ve been very interesting. This one’s from 
Poland and that one’s from some place else. We had a lot of Polish 
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people down there, too. But I don’t remember them ever drawing it out 
like that, which I think they should’ve. 
Josephine Meijide Midkiff said she never had the opportunity to see her Spanish 
heritage reflected in the curriculum either, except for the same "explorers" in the New 
World story. She said: 
Not at all. Nobody even asked us anything about our Spanish heritage or 
background or anything. You know, one thing, since ‘hunkies’ were 
looked down on, most kids from foreign families didn’t talk too much 
about it. I guess they were afraid that they’d be put down, you know. 
And you were trying to learn all you could about the American way of 
life and even though things were different back home. In fact we never 
spoke English in the home, it was always Spanish and our food was 
different. When Americans were eating pinto beans and com bread we 
were having garbanzos and home made bread. I think that was part of the 
reason that we were just a little reticent about talking about it. 
From these passages it is clear they did not have the opportunity to leam about 
their heritage. In the following section, I will discuss the results of the survey I 
conducted with the social studies contacts that the state Department of Education 
provided me. 
The Survey 
Of the 58 survey questionnaires I sent, only 12 people responded. This 
represents only 20 percent of all questionnaires sent, and all of those who responded did 
not answer the questionnaire. I’m not sure why the return was so low. On one of my 
research trips I stopped by the office of a social studies curriculum director who told me 
that although she thought my topic was interesting, she did not have time to fill out the 
lengthy questionnaire. However, I was able to glean some information from the 
returns. Question 1 asked respondents to list grades in which students have classes in 
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social studies. I determined that students receive some social studies content in grades 
k-12, however, they study West Virginia history primarily in grades 4 and 8. Questions 
2, 3 and 4 deal with textbooks and information sources other than textbooks, and I will 
address them in the second part of this section. Only one respondent had any knowledge 
of the immigration of Spaniards into West Virginia (Question 5) and that person had 
learned it through "personal accounts told to me." Seven persons indicated that they 
would use historical information about Spaniards who immigrated to West Virginia in 
their curriculum, if it were available. Six said they would use it "to study different 
ethnic groups in West Virginia" and "to address diversity issues." Five would use it "to 
supplement the West Virginia History curriculum" and "to help students explore their 
own ethnic identity." Four said they would use it "to study immigration issues." None of 
the respondents answered "no" to the question. 
To question 7, "To what degree do you believe it is important for students in 
your school district to be knowledgeable of the history of Spaniards who immigrated to 
West Virginia earlier in this twentieth century?" four said it was "somewhat important," 
one said "very important," one said "not that important" and one had "no opinion." The 
respondent who answered "very important" wrote "I believe it is important for all 
students to know about each other’s history and roots and the reason why they 
immigrated to this country." One of those who said "somewhat important" explained 
that "Adherence to State Board instructional goals and objectives precludes much 
variation or ‘extras.’" Another who answered "somewhat important" explained "to 
enhance cultural diversity." A third respondent who answered "somewhat important" 
explained "Students in our region tend to view themselves as a homogenous group not 
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affected by outside influences." The respondent who answered "not that important" 
explained "We do look at other ethnic groups — Scottish, African-American, Italian, etc. 
-- the point is getting across." One person decided to call me rather than return the 
questionnaire. Some of his comments were telling. "As far as we’re concerned, we’re 
Americans once you’re here. That’s what you get... I couldn’t even tell you my ethnic 
background. I don’t care that much about it at this point." He went on to tell me that 
social studies fairs in his school district tend to deal with local history, or state history, 
such as coal mining and that he had never seen a project dealing with immigrants. In 
Question 9,1 asked respondents to share suggestions or feelings with me. These are 
some of the responses: 
* "It is an interesting topic. If you want it covered in WV History, try to 
have questions about this subject included on the Golden Horseshoe 
Test." (The Golden Horseshoe Test is a statewide exam about state 
history given to eighth graders. Those who score highest are inducted 
into the "Knights of the Golden Horseshoe.) 
* "I am also from the coal fields of WV. Most cultural identity is lost in the 
"melting pot." There seems to be a great number with English, Irish or 
Italian background. Few seem to emphasize this. In fact, most didn’t or 
wouldn’t even teach the "mother" language to their children so they 
would fit into the American/WV Culture. I have encountered very few 
Hispanics in my personal or professional experiences." 
* "Students in this country have very limited knowledge, if any, about 
other groups that have been an important part of the history of USA. Not 
only do they ignore this fact, but they believe we just started arriving to 
create trouble. Any information we can give to them will be very 
helpful." 
* An issue I attempted to explore in my questionnaire was whether there 
were sources other than textbooks that are used in the curriculum which 
might include information about Spanish immigrants (Question 4). 
Answers I received included "varies from teacher to teacher" and "left to 
individual teacher." This is an area that needs to be explored with social 
studies teachers, but is beyond the scope of my study. 
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Textbook Review 
I contacted the West Virginia Department of Education in March 1998 and 
explained my study to officials there. I told them that as part of my work I would like to 
examine the textbooks being used in the state. They were very helpful. They invited me 
to the department’s headquarters, retrieved the books for me, provided me space to 
examine them and allowed me to make copies of what I wanted. West Virginia offers 
three sets of books from three different publishers and schools can pick and chose which 
books they will use. They can use more than one book if they want to. The books I 
reviewed were: 
* West Virginia. Our State 2000 C.E.. Tony L Williams, Ed.D., The West 
Virginia Historical Education Foundation, Inc., James Rowley, Marshall 
Buckalew, eds., Charleston, Revised 1997. This book is intended for use 
in 4th grade, or for integration into the curriculum for grades k-4. I 
found no mention of Spaniards at all in this book. There are brief 
references to some immigrant groups. For example, there were Italians, 
Poles, Turks and Serbs who came to work on railroads. The book 
mentions that of the 70,000 miners in the state in 1912, 25,000 were 
immigrants, including Italians, Hungarians, Poles, Austrians, Russians 
and people from 20 other nations. Factories attracted Greeks, Syrians, 
Czechs and Yugoslavs. Other immigrants who came to the state were 
Irish, Swiss and Germans. 
* The Mountain State. An Introduction to West Virginia. Otis Rice and 
Stephen W. Brown, West Virginia Historical Education Foundation, Inc., 
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James Rowley, ed., Charleston, Revised 1997. There is no mention of 
Spanish immigrants in this book, either. The only mention of Spain or 
Spaniards is in the context of the Spanish-American War in which, 
according to the book, the United States supported Cuba in its effort to 
gain independence from Spain. A total of 3,004 West Virginians 
participated in the war, and a hat that one of the soldiers wore is in the 
state museum. There is a vignette about Admiral I. Joseph Lopez, who 
commanded the U.S. Sixth Fleet in the Mediterranean Sea and at the 4- 
star rank of admiral, commanded all allied forces in Southern Europe and 
U.S. Navy forces in Europe. He is a descendant of Spanish immigrants 
who came during the period I am focusing on, but the vignette does not 
mention his heritage at all. The book says that more than 35 percent of 
West Virginia miners were foreign bom in 1912 and represented at least 
26 nationalities, but mentions only a few, such as Italians, Hungarians, 
Poles, Slavs, Austrians and Russians and tells us little about them. 
West Virginia. A History for Beginners. John Alexander Williams, 
Appalachian Editions, Topper Sherwood, editor, Martinsburg, 1997. This 
book includes this reference to Spaniards from the period in question: 
Sometimes West Virginia employers went to Europe to 
recruit specific types of workers. For example, a zinc¬ 
smelting company near Clarksburg recruited zinc workers 
from Galicia in northern Spain. The result was the tiny 
Spanish-speaking community of Spelter, in Harrison 
County. The town is known to its inhabitants as "Zizi," 
which is easier for Spanish-speaking people to 
pronounce." (p. 202) 
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This textbook also includes another reference to the fact that Spaniards 
were among the immigrants who came to West Virginia to work in 
different industries. 
* West Virginia. A Portrait of An American State. Clairmont Press, 
Montgomery, Alabama, contributing author, Dr. Helen Jones, 1997. This 
book is recommended for 4th grade. It mentions that Spanish 
immigrants came to the state. It also includes a picture of a Spanish 
immigrant family with a caption that notes "The Vasquez family came to 
West Virginia from Spain. This family portrait was taken in 1912." 
* West Virginia. The History of An American State. Vicki Wood, 
Clairmont press, Montgomery, Alabama, 1997. This textbook notes that 
Spaniards were among the immigrants who came to West Virginia and 
includes the same picture of the Vasquez family and notes in the caption 
that they "worked in the Spelter zinc factory." 
I did not examine textbooks that are used in other social studies courses or U.S. 
History because they are national publications that rarely have content specific to one 
area, particularly as specific as the type of information I am seeking. 
Chapter Summary 
Because so few questionnaires were returned, based solely on the survey I 
cannot say whether the experiences of the Spanish immigrants are being used in the 
curriculum now. However, based on the few responses I did receive, along with my 
review of textbooks, I can say that students receive very little information, if any, about 
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the Spaniards who came to West Virginia. Two of the books, West Virginia. Our State 
2000 and The Mountain State. An Introduction to West Virginia, both published in 
West Virginia, have absolutely no mention of the fact that Spaniards immigrated to the 
state, while three of the books do. They include Spaniards in the groups that 
immigrated, plus they go a little deeper. The little anecdote about the northern Spaniards 
who came to Spelter in West Virginia. A History for Beginners, plus the use of pictures 
of the Vasquez family in the other two textbooks, West Virginia. A Portrait of an 
American State and West Virginia. The History of an American State are noteworthy. 
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CHAPTER 8 
ANALYSIS, DISCUSSION AND IMPLICATIONS 
FOR MULTICULTURAL EDUCATION 
The purpose of this dissertation was to explore and document the experiences of 
Spanish immigrants who migrated from Spain to West Virginia, primarily during the 
early part of the 20th century and discuss their implications for curriculum 
development. To accomplish this goal, in previous chapters I have reviewed the 
literature and developed a profile of the Spanish community in Southern West Virginia, 
by a) reviewing documents and records, b) conducting in-depth interviews to construct 
an oral history, and c) assessing knowledge about Spanish immigration from teachers 
and textbooks. This chapter focuses on the analysis and discussion by bringing together 
the findings within the context of the literature review. It will be organized according to 
the research questions that I sought to answer. The first section will focus on the 
experiences of the Spanish immigrants and will include an analysis of themes across 
and within topics that emerged in the interviews and the documents. In the second 
section I will briefly recap the findings obtained from the survey of teachers and the 
assessment of new West Virginia History textbooks that are used in schools and then 
discuss how my study can be used to make curriculum more multicultural. I will end 
with suggestions for further research. 
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Stories About Pre- and Post Migration Experiences 
In this section I will discuss some of the common themes that emerged from the 
interviews and documents. 
1. The Spaniards who immigrated to West Virginia, presumably to find a better life 
or the "American Dream.11 faced struggles and challenges along the wav and in 
their new home land that often seemed to exceed those they had left behind. 
They had to be resourceful, creative and self sufficient to survive. This is 
consistent with the experience of other Spanish immigrants reported in the 
literature ( Erickson,, 1976; Lozano, 1981). 
The stories presented in the previous chapter show that in the particular case of 
the Spanish who immigrated to West Virginia, to one degree or another they faced 
struggle, hardship, or some other condition they wished to escape. "Poverty. Maybe not 
severe [but] there was no way of earning money to have money. The poor way of life" 
was how Frank Ubeda described his family’s condition in Almeria, Spain, where they 
worked in farming. Frank Troitino echoed the same sentiments when he said, "Since I 
was a little fella, a young fella, I had to go out and hunt work to make a dollar to 
survive." Alex Lopez describes his father’s family as near subsistence. "They were poor 
people. They didn’t have a lot of clothes. They didn’t have a lot of anything ... They 
just farmed. They were so poor [dad] said he trapped rabbits to buy his first pair of 
shoes." His grandfather left for political reasons. Pedro Torrico said his father didn’t 
make much money and didn’t like the church. Luis Rodriguez came to make money as 
did Laura Torrico’s. Toney Pallares’ parents also left for economic and political 
reasons. Few of the documents I have turned up speak to the issue of life in Spain, 
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difficult or otherwise. However, the loan agreement between my grandfather and his 
father do suggest that funds were short there. 
Erickson (1976) and Lozano (1984) discuss the difficulties that Spanish 
immigrants faced in Spain before they decided to leave the country. Lozano (1984) 
notes that at the turn of the century 70 to 80 percent of the population in Andalucia 
worked for low wages in agriculture, mostly on large estates owned by few people, 
dating from the time the land was taken back from the Moors. Workers were forced to 
attend churches located on the big ranches and pay into Catholic worker associations 
organized by the landowners. Erickson (1976) states that sometimes an entire Spanish 
village, including the priest, would leave Spain for the Americas "from dire poverty 
under the stimulus of necessity" (p.234). 
Along the way, before reaching West Virginia, they often confronted other 
hardships and struggles. Francisco Ubeda Guirado faced malaria while working on the 
Panama Canal and Dositeo Lopez endured extremely harsh working conditions in the 
cane fields of Cuba, for example. I can’t find anything in the literature about Spanish 
immigrants’ experiences as they moved toward West Virginia. However, the literature 
states that many Spaniards went to South America and that it was typical for Spanish 
immigrants to move often (Mormino & Pozetta, 1987; Taylor, 1971; Yanez Gallardo, 
1994; Rueda, 1993). 
Once the immigrants arrived in West Virginia they faced more challenges. 
Working conditions in the mines were harsh and often led to permanent injuries and 
poor health conditions. Worse, many Spaniards lost their lives working in the mines. 
Along with the dangerous and unhealthy conditions, the Spanish miners often were 
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exploited and abused by the coal companies. Various documents and records, including 
Department of Mines statistics and newspaper articles, support the stories, revealing that 
many Spaniards died in coal mining accidents. Gravestones from the Old Catholic 
Cemetery tell us that many Spaniards — mostly men — died young, at the average age of 
25. It couldn’t have been natural causes that took them that young. Other documents, 
such as Cecilio "Cecil" Torrico Jr.’s family history adds to the evidence that the Spanish 
immigrants had a tough life. Recall that John Ubeda received a whole $12 a week for 
160 weeks in the 1920s for having his leg amputated after a mining accident. And he 
continued to work in the mines. It seems as if the Spaniards left Spain largely because 
of harsh living conditions and poverty and found more of the same and in some ways 
even worse conditions in the New World. It doesn’t sound much like the American 
Dream. Most families faced even more challenges in their day-to-day lives, as it was a 
constant struggle to put food on the table. Children usually had to make contributions 
either through a paid job or by doing essential chores around the home. It was not 
unusual for children to quit school to go to work to help the family. Women had their 
hands full at home maintaining the household and sometimes had to take jobs for pay 
outside the home in order to support the family. Not knowing the English language also 
posed problems for the immigrants. Being Spanish, or being foreign, they also faced 
discrimination, which I will explore in another section. This is consistent with what 
Lozano (1981) and Wyman (1993) say about hardships that immigrants faced. Lozano 
notes that the harsh conditions in Hawaii eventually forced most of the Hawaii 
Spaniards to abandon the "Aloha State" for California. It is possible that conditions 
were worse in Spain for the West Virginia immigrants and would have been worse for 
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their young children than they were in the United States. In some cases this seems 
certain. However, it appears from their own words that conditions did not improve 
dramatically for them until several years after their arrival. It also seems apparent that 
their children and subsequent generations were the real beneficiaries of their decision to 
leave Spain. 
The Spaniards showed a great deal of creativity, resourcefulness and resilience 
in facing these challenges. It seems as if they borrowed from knowledge they brought 
with them from Spain. Families typically raised gardens, not for recreation, but to help 
them survive. In the case of Asuncion Marquis’ family, products from the garden were 
used as currency to pay doctor bills. Typically, the Spaniards raised animals for food, 
including hogs which they used to make different sausages. Many took in borders to 
help make ends meet. Alex Lopez’ family was practically self sufficient. They even 
made their own soap and bed clothes from feed sacks. The Spaniards even found ways 
around the language barrier. For example, Josephine Midkiff s mother learned how to 
recognize food labels in order to shop and organize her kitchen. When all else failed, 
Asuncion Marquis’ father acted out what he needed at the market. Some Spaniards 
arrived with their destination pinned to clothes. Spaniards eventually formed the 
Ateneo Espanol to address the collective interests of the entire Spanish community in 
the area. And to make sure that their children learned how to read and write Spanish - 
not just speak the language — some Spaniards took it upon themselves to teach their 
youngsters at home. Because of the unjust treatment they often faced in the coal mines, 
Spaniards became involved in the labor movement and helped bring the United Mine 
Workers of America into the area. 
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One of the most inspiring examples of meeting and overcoming challenges is 
represented in the experiences of Josephine Meijide Midkiff. Her father died when she 
was a child, leaving her, her mother and sisters to struggle daily just to survive. She had 
to start working to help support the family when she was only eight or nine years old. 
An insensitive, incompetent second grade teacher held her back a year in school. 
Stricken with tuberculosis, she spent several years in a sanitarium, including her senior 
year of high school. There were no home-bound teachers in those days; so she had to 
study on her own and still managed to achieve the highest grade point average in her 
graduating class. That’s courage and determination and the will to succeed against the 
odds. 
Many people automatically think of the conquistadors who invaded the 
Americas shortly after the Columbus voyage in 1492 when the issue of Spanish 
immigrants or Spanish presence in the U.S. is raised. Do the Spaniards who came in the 
beginning of the Twentieth Century have anything in common with their ancestors the 
conquistadores who came to the New World four centuries earlier? It is worth 
comparing the two groups. To a certain extent, they have some similarities. Those 
Spaniards who came soon after the so-called discovery of America were seeking riches, 
adventure, and souls to convert to Catholicism. In one respect, the "New Immigrants" 
were seeking their fortune, as well, although it was in a more conventional sense: they 
were hoping to get a better job in order to make more money than they could in Spain. 
The conquistadors, unfortunately, came to plunder the Americas for gold and any other 
treasurer they could find. While adventure apparently motivated the conquistadors, it 
was a sense of adventure that also played a role in bringing some of the recent Spaniards 
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to these shores, as well, some of my informants agree. Jose Meijide, if fact, traveled to 
various points in the Americas before settling in West Virginia, noted his daughter, 
Josephine Midkiff. And Nicasio Sanchez’ family was better off in Spain, but was pulled 
to the U.S. because he was "adventurous" his granddaughter, Isabel Martinez Keadle, 
shared. 
A third reason the conquistadors came to the Americas was to propagate the 
Catholic faith. Priests were integral members of the expeditions from Columbus to 
Cortes to the Pizarros. Apparently, the Catholic Church also was a factor in Twentieth 
Century immigration from Spain, although in not the same way. Several of the West 
Virginia Spaniards had conflicts with the Catholic Church and some actually were 
fleeing the power of the church when they left Spain. Lozano (1981) also noted that the 
desire to escape what was perceived as the oppressive power of the church was a factor 
in the Spanish emigration to Hawaii between 1907 and 1913. The biggest difference in 
the two groups, however, probably was in the power that each group had. The 
conquistadors imposed their language and culture on the indigenous peoples of the 
Americas. They killed many people, and enslaved more. They assumed the political, 
social and economic power and became the oppressors. Conversely, the Spaniards who 
settled in West Virginia in the early Twentieth Century came with relatively little 
power. They came to work and improve their lives. If fact, they became an oppressed 
group, rather than the oppressors. 
2. Spanish immigrants and their children maintained their cultural identity and 
cohesion in many wavs while adapting to life in the United States. This is 
consistent with the literature (Santucci, 1994; Mormino & Pozetta, 1987; 
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Westfall, 1982; Tignor, 1990; Wyman, 1993; Femandez-Shaw, 1987). Using the 
Spanish language was a way of maintaining their identity. The fact that parents 
wanted their children to use the language, and in several cases provided lessons 
at home so they could learn how to read and write it, is evidence that the 
immigrants wanted Spanish to flourish even in their new West Virginia home. 
Foodways flourished here as well, with most of the Spaniards preparing 
exclusively Spanish cuisine at home. The making of wine and the matanzas in 
the fall were popular cultural activities that the Spanish community looked 
forward to as a way of living "like they did in Spain." 
Living arrangements, particularly the boarding houses which were quite popular 
with immigrant men of all nationalities, helped Spaniards maintain their cultural 
cohesion. These were places where they not only slept and ate, but also conversed, 
shared reading material, listened to and played Spanish music. Each boarding house was 
a center of Spanish culture. Music was another way in which Spaniards held on to their 
culture, whether it was listening to short-wave radio broadcasts, playing their own 
instruments, singing songs, or dancing flamenco. Spanish reading material was also 
present among the immigrants. This included the newspaper, La Prensa. as well as 
books they brought with them from Spain. 
Most of the Spaniards maintained contacts with their native land through regular 
correspondence. Some sent money home to help families they perceived --sometimes 
incorrectly — to be in dire financial straits. Many returned to Spain to visit and others 
decided to go back for good. I suppose that returning is strong evidence that they 
maintained their Spanish identity in the United States. Spaniards have a tradition of 
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giving people nicknames and that was maintained in West Virginia. It was not unusual 
for a Spaniard to know a person only by a nickname and never know his or her real 
name. Frank Ubeda, for example, played in a band with "El Troncho" and never knew 
his real name; He also remembered a woman known for her dancing and singing talent 
only as "La Aragonesa." 
The creation of the Ateneo Espanol in 1938 probably is the clearest indication 
that the Spanish immigrants intended to maintain their cultural identity while making 
West Virginia their home. The Ateneo flourished for years, drawing large crowds to its 
weekend dances and other events. The Ateneo also was a vehicle to raise money to send 
to Spain during the Spanish Civil War. Even before the Ateneo was established, 
Spaniards held other social gatherings, such as dances and picnics. I believe it is clear 
that the Spaniards who immigrated to West Virginia with the intention of staying in the 
U.S. also had every intention of maintaining their Spanish heritage in every way they 
could. Through their narratives they made it clear that it was never their intention to 
sever contacts with Spain or lose their culture when they crossed the Atlantic. 
Documents support the stories, particularly those that created the Ateneo Espanol in 
1939 and declared that the organization would have "perpetual existence." Some of the 
stated goals were to offer Spanish classes and establish a library. Material culture also 
acts as evidence that the Spaniards continued to practice their culture here: equipment 
used to make wine and sausage, musical instruments, and books are among the items 
Spaniards maintained. Documents, such as bank statements and loan agreements, show 
the continued regular contact with Spain on the part of the immigrants. 
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This is not to say, however, that the Spanish immigrants remained a completely 
separate entity, or intended to do so. They underwent different degrees of change as 
they adapted to life in West Virginia. One of the ways this occurred, as evidenced in the 
stories and supported by the documents, was name changes. Some were drastic. For 
example, Juana Torrico became Pauline Bibbs. Others were less traumatic: Francisco 
Ubeda became Frank, Juan Ubeda became John, Alejos Lopez became Alex Lopez, and 
so on. Some, including Avelino Cartelle and Pedro Torrico always kept their Spanish 
names. Many of the Spanish immigrants became U.S. citizens, including several who 
could not speak English, although it was typical to study English formally in order to 
learn some of the language. They developed friendships with "Americans" living 
nearby, or in school, and associated with them. That’s how many of the children learned 
English, apparently. Once in school, the children began participating in "American" 
sports and other rituals. Alex Lopez and others were such good football players, for 
example, they earned college scholarships. Isabel Martinez Keadle became "Miss Mark 
Twain" and Mary Lopez was homecoming queen at Stoco High. The image of the 
cowboy is a powerful American cultural symbol (although the concept probably was 
introduced by Spaniards in what is now the Southwest). Antonio Castenon became a big 
fan of cowboy movies and comics. Although many of the Spanish immigrants and their 
children married other Spaniards in West Virginia, many began to marry non-Spaniards, 
as well. This made it very difficult to maintain the Spanish identity because the children 
would be only half Spanish. 
Joining the military during World War II, which many young Spanish men did, 
was clear and powerful way to become more "American." In fact, Pedro Torrico, who 
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was bom and raised in West Virginia, said he never felt like he belonged here until he 
joined the military. Fighting is typically a way to show one’s loyalty and right to 
belong. However, it is a shame that it takes such drastic measures for one to feel 
complete. Again, various documents and records support the stories that Spaniards were 
acculturating in many ways. Naturalization papers show that many Spaniards wanted to 
become citizens. Newspaper articles document military involvement. Ateneo records 
show the club raised funds for mainstream organizations like the USO, Red Cross and 
March of Dimes. One of the items purchased when the Ateneo was opened was an 
American flag to display. A stated purpose of the club in its by-laws was to "promote a 
better understanding with their fellow Americans." I think it is clear that the Spanish 
immigrants in West Virginia intended to maintain their Spanish heritage in perpetuity 
while also becoming citizens in their new country. 
Overall, I believe that their experience challenges the typical "melting pot" myth 
that immigrants come to the United States and attempt to cut all ties to their homeland 
and connections to their culture in order to fit in and become Americans. 
3. Spanish immigrants and their children faced discrimination and oppression in 
their new home land. This too is consistent with the literature. Wyman (1993) 
noted that many European immigrants, including Spaniards, returned to their 
native lands because they could not handle the bigotry directed toward 
immigrants. Ironically, the Spaniards who went to Hawaii were recruited in 
large part because they were European by sugar planters who feared the island 
was becoming too Asian (Lozano, 1981). Growers hoped that Spaniards and 
other Europeans, as well as some Latin Americans, including Puerto Ricans, 
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would make Hawaii whiter. In Hawaii, they didn’t face racial or ethnic 
discrimination, as much as oppression based on class. 
In West Virginia, Spanish immigrants and their children consistently faced the 
favorite epithet "hunky" that was directed toward all "foreigners." This was in their day- 
to-day lives and sometimes at school. It occasionally led to violence, especially among 
children who would get into fights with "American" children who taunted them. 
However, adults also were the targets — literally — of bigotry, as well. Josephine 
Meijide Midkiff s mother had rocks thrown at her, for example, simply because she was 
a "hunky." Living arrangements often were segregated. African Americans were in the 
"colored" section, Spaniards, along with all other immigrants, were in the "hunky" 
section, while the English-speaking Anglos were in the "American" section. In school, 
children had no opportunity to see their Spanish heritage reflected in the curriculum, 
which I will explore further in an education theme. 
Spaniards often were targets of another type of harassment in the form of the 
immigration service of the day. As it does today in searching for "illegal aliens" 
laboring in the fields and orchards, "La Migra" also hunted for illegal workers in the 
coal fields, although coal companies hired the Spaniards, anyway. When Jose Martinez 
assumed a leadership role in bringing the United Mine Workers of America into the 
area, immigration officials came to "check his papers." Some might say they came to 
harass and intimidate him on behalf of coal operators who didn’t want to see miners 
organizing for their basic human rights. 
Being the object of ethnic epithets and discrimination also seems to have created 
feelings of internalized oppression (Memmi, 1965; Freire, 1970; Yamato, 1992) among 
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some of the Spanish immigrants. Some of the Spaniards apparently started to believe 
some of the negative stereotypes about themselves or to feel shame about who they 
were and think there was something wrong with them - all based on the prejudice 
exhibited toward them by the majority Anglo population. These feelings manifested 
themselves in several ways: not wanting to speak Spanish in front of "American" 
children because they might laugh at you; refusing to attend the Ateneo Esnanol or 
participate in its activities; believing that American men treated their wives better than 
foreign men did; believing that American parents treated their children better than 
"foreign" parents; feeling that you didn’t belong. It also turned up with one participant 
suggesting that ‘hunks’ did not want to call attention to themselves in school and, 
therefore, suppressed cultural attributes. Anglicizing names can be seen as a way of 
turning away from your culture. These are examples of the insidious effects that 
oppression can have on people. It can turn oppressed people against themselves and 
each other. 
* 
Documents and records reveal many names changes and although they don’t 
speak directly to the issue of discrimination against Spanish immigrants, in some cases 
they give some insight about attitudes of the day. For example, coal mine records show 
that Spaniards, along with most immigrants and blacks, typically worked inside the 
mines at the most dangerous jobs, rather than the safer outside work. On many of the 
naturalization documents, names of applicants and family members often are 
misspelled, indicating, I believe, a lack of respect for the people who were seeking 
citizenship. Cecilio Torrico said that he lived in "Hunk Town" in the family history he 
wrote, which I quoted in Chapter 4. The Ateneo by-laws seem to speak to this issue 
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when they read that one purpose of the organization was to "promote a better 
understanding with their fellow Americans." Unless there was evidence of a "bad 
understanding" there would have been no need for the Spanish club to make "better 
understanding" a priority. 
The issue of discrimination leads directly to the concept of "American." Even 
though the Spanish immigrants settled in the United States, worked here, died here and 
many of the children were bom here, they still were not considered "Americans" by 
many of the Anglo Saxon population. To be an "American" apparently meant to be of 
Anglo-Saxon heritage, and to speak English only. Even the Spanish immigrants, 
including their children who were bom in West Virginia and had grown up speaking 
English, would refer to the Anglos as "the American people." Recall one of the popular 
epithets of the day: "Hunky, hunky go to hell, American, American ring the bell" that 
school children would hurl at foreigners. Coal camps were typically segregated into 
colored, foreign and "American" sections. English was commonly referred to as the 
"American" language. 
4. There was a great deal of diversity among the Spanish immigrants who settled in 
West Virginia. Diversity should involve the affirmation of differences and 
similarities among people, and the willingness to understand them to build a 
better community for everyone. But we must be willing to go beyond the 
romantic stage where we only celebrate these differences. Diversity must 
involve a critical look at how these differences often create conflict, keep people 
apart and marginalize certain people. In the context of my study, there were 
many differences among the Spaniards who immigrated to West Virginia. They 
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were not a monolithic group. They were all Spaniards, and there are many 
similarities among them. However, that didn’t mean they, or their experiences, 
were the same. 
The Spanish immigrants came from different parts of Spain, according to the 
stories and the documents. One significance of this is that those from Galicia even 
spoke another language -- Gallego - as their first language, in addition to Castellano, 
which is what the Spaniards call the Spanish language. They came to the United States 
bilingual, and after learning English, as many did, they were tri-lingual. Immigrants 
who came from Valencia and Catalunia also spoke another language in addition to 
Spanish. Those from Valencia spoke Valenciano. while immigrants from Catalunia 
spoke Catalan. The literature speaks to the fact that there were many Basque 
immigrants, particularly in the West, who immigrated from Spain speaking Euskera. in 
addition to Spanish (Rueda, 1993; Femandez-Shaw, 1987). In my study there was an 
acknowledgment that the existence of languages other that Spanish created some 
uncomfortable moments, although hardly serious conflict. For example, if a group of 
Gallegos began to speak Gallego in the presence of other Spaniards who did not know 
that language they might have felt slighted. 
Spaniards are usually associated with the guitar and flamenco, both of which 
indeed are muv Espanol. However, in Galicia and Asturias, the playing of bagpipes -- 
gaitas - normally associated with the Irish or Scotch, is common. The wearing of 
wooden shoes, or zoclos. - I thought only the Dutch wore wooden shoes! - is also 
typical in these two regions in the north of Spain. 
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The Spaniards who immigrated here had different reasons for leaving Spain. 
Although economics played a big role, there were other reasons as well. Politics was an 
impetus to leave the country, whether it was to escape the consequences of the Spanish 
Civil War; to avoid military sendee; to escape the power of the Catholic Church or 
because of union activism, which was the case with Antonio Castenon. Sheer adventure 
played a role with some immigrants. And contrary to popular conception about 
European immigrants, apparently some of the Spaniards who immigrated to West 
Virginia were better off in Spain. These realities are consistent with some of the 
immigration literature (Lozano, 1981; Giral, 1994; Sanchez Albornoz, 1991). 
Spaniards took different paths to get to West Virginia. Although most came 
through Ellis Island, passing the Statue of Liberty along with millions of other European 
immigrants, many Spaniards entered through southern ports, and some arrived illegally, 
according to the stories and the documents, also consistent with the literature (Mormino 
& Pozetta, 1987). And once in the United States, Spaniards lived in a variety of states, 
working in many different jobs. Some of the Spanish immigrants stayed in West 
Virginia and made it their permanent home; others moved to other states and settled; 
still others rejected the United States for whatever reason and returned to Spain to live, 
which is consistent with much of the literature. (Wyman, 1993; Lozano, 1981; Santucci, 
1994; Rueda, 1993; Mormino & Pozetta, 1987). 
Family structure varied. It was not unusual for Spanish families to be large. 
Pedro Torrico was one of nine children, for example. However, Libby Martinez Keadle 
was an only child. Because both fathers were miners, the Torrico family would have had 
to stretch its dollars far more than the Martinez family. In some of the families, women 
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worked outside the home for pay, while some didn’t, and that was the case both in West 
Virginia and in Spain. Most of the Spanish immigrants were coal miners, but a few were 
professional or merchant class, or had other trades. The documents clearly show that the 
vast majority of the Spaniards in Southern West Virginia went to work in the coal 
mines. This is consistent with the literature which shows that many Spaniards were 
drawn to a specific area in the United States by a particular industry: coal in West 
Virginia; cigar making in Tampa; sugar in Hawaii; sheep herding in the Rocky 
Mountain area; stone cutting in Vermont. Many Spaniards started businesses in West 
Virginia. These ranged from grocery stores that served primarily, but not exclusively, a 
Spanish clientele, to other establishments, such as restaurants and bars, to the trucking 
company that John Ubeda had for several years. 
Spanish, for almost all of the immigrants and their families, was the primary 
language -- often the only language -- spoken at home. However, at the Martinez home 
English was the primary language. The Spanish immigrants learned varying degrees of 
English, from fluency to none. 
Their experiences in the educational system varied, as well. Some of the Spanish 
children excelled in the classroom and graduated from high school and college. Many in 
the same generation dropped out of school to go to work. 
Some of the Spanish immigrant men challenged traditional gender roles. 
Josephine Meijide’s dad would "do things normally a woman would do" such as all the 
grocery shopping and buying of clothes for the children, for example. Dolores Garcia’s 
father did all of the family’s cooking and even washed the dishes at their house. And 
although wine-making and matanzas were popular Spanish traditions, not all Spaniards 
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used wine or even liked chorizo. Likewise, some Spaniards were involved in the church, 
but most were not and many could be characterized as anti-church, very similar feelings 
to many of the Spaniards who went to Hawaii (Lozano, 1981). 
The Spanish immigrants expressed political ideas in a variety of ways. Leaving 
Spain, in fact, was a political act for many of them. For example, some left to escape the 
influence of the Catholic Church. Others left to escape the consequences of war, or to 
escape compulsory military service in Spain. Antonio Castenon had to leave Spain 
because of his strong union activism. Once in the West Virginia, many of the Spaniards 
got involved with the United Mine Workers of America. Some, such as Jose Martinez 
and John Lopez, were in leadership positions. Several followed a more radical political 
orientation by becoming anarchists, which was fairly common among immigrants, 
especially in the 1920s (Avrich, 1995). Formation of the Ateneo Espanol was in many 
respects a political act. It provided a vehicle for the Spanish community to involve itself 
in the old country, primarily by sending aid to the embattled Spanish Republic during 
the Civil War and, at the same time, to advance the interests of the Spaniards in their 
new country. Many of the immigrants became citizens of the United States, which 
naturally gave them the right to vote here. 
We must be aware that if we know a person’s cultural or ethnic identity it is only 
one piece of information about him or her. Culture and ethnicity influence, but do not 
determine, who people are. We need to be careful about labeling or making assumptions 
about people based on ethnicity or culture because there are many differences within 
groups as Erickson (1993) learned with his class of students who were of Scandinavian 
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descent and Navarrette (1993) discovered when he began studying and reflecting upon 
his Mexican American heritage. 
5. Education was a means to assimilate Spanish immigrant children into the 
English-speaking. Anglo-Saxon society and to give them more opportunities. 
Spanish American children did not see their heritage reflected in the curriculum 
at school because they had to learn about the "American" way of life. The 
Spanish American children were taught the same as the "American" children 
which meant they received the same Anglo-conformity curriculum. However, 
the Americanization of immigrant children was one of the primary roles of the 
public school system at the time. Of course, Americanization meant 
Anglification, as all immigrant children who came from families who spoke a 
language other than English were "hunks," even though they were European. As 
one informant said, the Spanish children were treated the "same" as the 
American children. But treating them the same was not treating them fairly, or 
equally. The same meant that the children of Anglo-Saxon descent received an 
education that reflected their Anglo-Saxon heritage and the Spanish children 
also received an education that reflected an Anglo-Saxon heritage. For that 
matter, so did the Italian, Polish, Hungarian and children of other non-Anglo 
immigrant backgrounds who were highly visible in the coal fields at the time. 
The "same" education would have provided the Spanish children — and the other 
immigrant youngsters — an opportunity to learn about themselves and to share 
this knowledge with one another and the "American" children. However, it 
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seems that in general the Spanish children were treated fairly in school and their 
teachers had high expectations of them. 
Parental involvement in education took different forms. Several parents provided 
their children with Spanish lessons at home, an obvious sign that they wanted to 
promote and preserve their Spanish heritage among succeeding generations. This 
interest is supported by the Ateneo Espanol by-laws which had a stated purpose of 
acting as an educational center and an objective of offering Spanish classes. In these 
days of attacks on bilingual education, working with children at home may be an answer 
for those parents who don’t want their children to forget their native language. At the 
same time, several parents also took formal English classes, or studied at home with 
their children. Alex Lopez and his father did an intercambio. or interchange of English 
and Spanish. This could be another model to pursue for children to maintain their 
language while the parents learn the new one. 
In various cases parents served as motivators, helpers and role models and were 
present in the schools. They stressed the importance of education as a way to do better 
in life. They would ask their children what they learned that day. They helped them with 
their homework. They attended school functions. Josephine Midkiff s father was an 
avid reader. This attitude of stressing the importance of education is supported by 
literature which indicates that voluntary immigrants, those who come of their own free 
will, consider education to be extremely important and a way to improve their condition 
in their new country (Ogbu, 1986; Gibson, 1987; Suarez Orozco, 1987) as opposed to 
involuntary immigrants, who have been conquered or colonized or otherwise forced to 
leave their home country, and do not see education as a benefit (Ogbu, 1986). 
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Involuntary immigrants often view education as providing unequal benefits because 
they see people in their communities who are not getting ahead even when they are 
educated, or even detrimental to their well being because it strips them of their 
language and culture. Among the Spanish immigrants in my study, there were some 
parents who were not involved in their children’s education. This could be because they 
lacked English skills or had little education themselves. It also could be a reflection of 
the hard times in which children were expected to work to help the family and often left 
school to do so. 
Using the Experiences of Spanish Immigrants in the Classroom 
In this section, I will be discussing how my work about the experiences of 
Spanish immigrants could be used in the classroom. First, I will briefly recap major 
issues from the survey and textbook review. Those who responded to the survey 
indicated that they saw various possible uses for the information about Spanish 
immigrants: to study different ethnic groups in the state, address diversity issues, 
supplement the West Virginia History curriculum, help students explore their own 
ethnic identity and study immigration. The review of West Virginia History textbooks 
showed that there was little information about Spanish immigrants in them. This 
situation is supported by the literature which speaks to the dearth of diverse views and 
content in textbooks (Gordy & Pritchard, 1995; Loewen, 1995; Loeb, 1995). The stories 
I present in my profile of the Spanish community in West Virginia offer an opportunity 
to use oral history, with the option of using complementary documents, to make a social 
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studies classroom more multicultural and consistently strive to reach the level of 
affirmation, solidarity and critique (Nieto,, 1994). 
The information about the Spaniards could be used to introduce an oral history 
project in which the students would read and discuss the stories and ideas that emerge, 
such as immigration, discrimination, assimilation, culture, various types of diversity in 
the family or community and what it means to be an American. Along with this, 
students could do their own oral history projects of their family and community and 
share them with one another, exploring the differences and similarities among them. 
Including the use of various documents and records to complement the stories, as I have 
done in my profile of the Spanish community, would provide students with another 
means of doing their own research, even of people who leave few records behind. This 
would open up many more questions: Who is included in documents and records? Who 
is left out and why? How accurate and complete are records? 
An oral history project, which starts with the experiences of the Spanish 
immigrants in West Virginia and expands to stories about the students, could address 
the seven basic characteristics of multicultural education at each of the four different 
levels of multicultural education (Nieto,, 1994), realizing that they are not so easily 
categorized in practice and some will overlap. According to Nieto, multicultural 
education is antiracist education, basic education, important for all students, pervasive, 
education for social justice, a process and critical pedagogy. The four levels of 
multicultural education are tolerance, acceptance, respect and affirmation, solidarity and 
critique. See Chapter 2 for a further discussion of these levels and characteristics of 
multicultural education. 
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Using Nieto’s model I will offer some ideas and examples of how the 
experiences of the Spanish immigrants in West Virginia could be used to make social 
studies more multicultural. 
Multicultural Education is Antiracist Education 
Tolerance. Focus attention on the epithet "hunk" that was so frequently directed 
toward Spaniards as well as other immigrants and discuss how inappropriate and 
unacceptable that word and other ethnic or racial epithets are. Look at other examples of 
discrimination. 
Acceptance. Read and discuss the stories about the Spaniards and acknowledge 
their history and perspectives. You might look at some of the ways they are different 
and similar to the members of the class, and some of the differences among themselves. 
Respect. Students discuss the discrimination that Spaniards faced and why it 
happened. What motivated the "Americans" to target them? 
Affirmation. Solidarity and Critique. Students engage in discussing how they 
will challenge racism and other forms of discrimination, using some of the incidents as 
examples. If you see someone being beaten up and his attacker is yelling an epithet, 
what do you do? If you see someone throwing rocks at a person because the person is 
different, what do you do? If you suspect a person is being denied housing or a job 
because of his or her race or ethnicity, what do you do? Using the stories as a catalyst, 
students will discuss how to resist, challenge and overcome racism and discrimination. 
What if it is directed toward you? 
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Multicultural Education is Basic Education 
Tolerance. Students can be exposed to important information about Spaniards 
and getting some lessons in diversity. 
Acceptance. The class may have a Spanish fair and make some Spanish dishes, 
listen to Spanish music, have some flamenco dancers come in if they are lucky to have 
some in the area. Also, someone might come in to talk about Spaniards, etc. 
Respect. Students can learn to see things through the eyes of the Spanish 
immigrants by putting themselves in their place. They will see the importance of having 
different realities reflected in the curriculum. 
Affirmation. Solidarity and Critique. Here, students might discuss the fact that 
the Spanish children had almost no opportunity to see their heritage reflected in the 
curriculum and how that made them feel. They might examine who gets included in the 
curriculum, who gets left out, and why. They might discuss the value of an inclusive 
curriculum and how that might lead to a better community. 
Multicultural Education is Pervasive 
Tolerance. The stories about Spanish immigrants can be available for anyone 
who wished to read them. The stories may be in a book and on display. 
Acceptance. The students read and discuss the stories about Spanish immigrants, 
which are used to introduce students to their own ethnic and cultural background. 
Respect. Students share and discuss their stories about themselves and their 
communities, recognizing the many differences and similarities among them and the 
Spanish immigrants. 
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Affirmation, Solidarity, and Critique. Using the stories about Spanish 
immigrants as a starting point, students can critically explore many themes, such as 
immigration, assimilation, racism and discrimination, and what is means to be an 
American. They would see how these issues create conflict and pain that need to be 
addressed honestly and respectfully with the goal of benefiting the whole community. 
Multicultural Education is Important for all Students 
Tolerance. Students would be exposed to the stories about Spaniards. Some may 
be read aloud in class, followed by a brief discussion. 
Acceptance. Here, there would be more emphasis placed on the class reading the 
stories and discussing them more in depth, making connections between themselves and 
the Spanish immigrants, recognizing that it is important to learn about other people and 
cultures. 
Respect. At this level all the students are actively engaged with the stories and 
involved in activities in which they also learn about their own background, discovering 
that everyone has ethnicity and culture, not just "minorities." 
Affirmation. Solidarity and Critique. Here, students would read and discuss the 
stories about Spaniards and attempt to see the world through their perspective. Students 
also would explore important questions about how history is written, who is included 
and who is excluded and why. 
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Multicultural Education is Education for Social Justice 
Tolerance. The stories about the Spanish immigrants can be loosely linked to 
some community activity or project. For example, students may attend a function, or 
tour an organization that works on social issues and be encouraged to get involved. 
Acceptance. Here, students might be assigned to work on a community project 
that addresses some of the issues that come up in the stories, possibly working with new 
immigrants. 
Respect. Students in class would be motivated to get involved with community 
activities that address their social concerns and are connected to issues that come up as 
a result of the stories. They may volunteer at community based agencies that work with 
new immigrants, address issues such as racism and discrimination and poverty, do 
community organizing, or promote cultural activities. 
Affirmation. Solidarity and Critique. Here, students discuss and reflect upon the 
experiences of the Spanish immigrants and think of ways they can take action to change 
their community to make it a better place for all. Every issue would be a potential 
catalyst for reflection and action. They might begin their own publication or possibly a 
radio broadcast or make videos that address issues. They may start their own 
organization to address social justice issues. 
Multicultural Education is a Process 
Tolerance. The stories of the Spanish immigrants are a variation of the standard 
history and perspectives that students usually receive. Here, there would be only a 
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tentative look at how and why things happened and little discussion. Being exposed to 
different views and experiences is a beginning in the process. 
Acceptance. At this level, there would be more emphasis on the why and how of 
the experiences of the Spanish immigrants. Why leave a place you love? Why work 
under such terrible conditions? How did they meet the challenges? 
Respect. Here students place themselves in the place of the Spanish immigrants 
and think about how they might react in the same circumstances. They identify with the 
people and see the world through their eyes. What if you had to leave your home for 
good? What if you were discriminated against because of where you are from? What if 
schools tried to strip your heritage from you? 
Affirmation. Solidarity, and Critique. What changes in society could be made to 
eliminate the hardships and injustices that people are forced to go through and how can 
students help do it? 
Multicultural Education is Critical Pedagogy 
Tolerance. Students begin to ask questions about the experiences of Spanish 
immigrants, including those touch upon the discrimination and hardships they faced. 
Acceptance. Students use their own oral history projects to begin learning about 
their own lives and experiences and cultures and to address issues that come up in their 
lives. This information they bring in is used as a source of their learning. 
Respect. The stories that the students bring in become the basis for their 
education in the class. The students share their stories and understand the different 
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perspectives evident among their classmates. Honest discussions involving issues that 
come up are central to the class. 
Affirmation, Solidarity, and Critique. Using the stories from their lives and the 
issues that arise in presenting and discussing them, students develop ways to take action 
to address problems that have come up. Students use their textbooks and standardize 
curriculum to examine the absence of controversial issues and different perspectives. 
Students have developed a critical perspective in that they know that they should ask 
questions about what they hear, read or see and then take some action. 
Summary 
These ideas serve as various avenues for teachers to use in starting the 
multicultural process with their class, acknowledging that there is much overlap in the 
levels and approaches. The steps from tolerance to acceptance to respect to affirmation, 
solidarity and critique would not happen so clearly in a classroom. Work that educators 
might do in the social justice approach certainly could overlap with the antiracist 
approach or critical pedagogy approach, for example. Where you start and what you do 
would depend on the knowledge and experience of the students and how deeply a 
monocultural perspective has been ingrained in them. The four levels offer us a guide 
we can use to start where the students are, which might be at less than tolerance stage, 
with the goal of working together toward affirmation, solidarity and critique. I believe 
that the experiences of the Spanish immigrants offer students opportunities at each level 
to examine important issues and engage in discussion that could move them forward in 
the journey toward becoming more multicultural people. 
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Further Research 
Although this study cannot be replicated exactly in another context, certain 
aspects of it can be. A variation of the overall design approach can be used to study 
other similar groups about which little is known. I would love to study other pockets of 
Spanish immigration throughout the United States. Other immigrant groups can be 
studied in a similar fashion. In cases where their numbers were greater, or they have 
come more recently, more participants could be found. Other groups have started clubs 
or associations similar to the Ateneo Espanol. Naturalization documents can be used to 
identify immigrants from other countries. Involuntary immigrants can be researched in 
similar fashion. 
I would enjoy seeing the stories of the Spanish immigrants used in a social 
studies class as I outlined to see how it might work. How would real students react to 
their experiences? What would they learn from reading and discussing them? What 
would their own oral history projects reveal? What levels of Sonia Nieto’s model of 
multicultural education would they reach? 
If I continued this research, I would interview more Spanish immigrants to build 
on the stories I have done in this study. As part of that, I would locate some of those 
who left West Virginia during World War II to see how their lives developed elsewhere 
in the United States. For example, I know that many went to Michigan to work in 
defense plants during World War II. Of these, many settled in the same community and 
started their own Spanish association there. 
I think it would be interesting to look at immigrants, or their descendants, who 
have maintained connections with their families in the "old country to explore the 
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relationships and even to examine and compare how their lives developed here and 
there. For example, typical immigration lore tells us that the immigrants who came to 
the United States did much better than those they left behind. But did they really? How 
do the lifestyles of the later generations of Americans and their European cousins 
compare? 
In my study, the first-generation of Spaniards bom here all maintained the 
Spanish language and to varying degrees, part of the culture. I would be interested in 
following later descendants of immigrants whose parents came from the same country 
to look at the degree of language and culture maintenance. Along a similar line, I would 
like to look at people who have one parent or grandparent who immigrated to see how 
much, if any, of the ethnic influence has remained with them. 
Inter-ethnic relations is another possible area for further study. There were many 
different ethnic groups who immigrated to the United States during the period I studied. 
Those from Eastern and Southern Europe were considered "the other" and marginalized 
in various ways. It would be worth looking closely at the relationships among these 
different groups who were often thrown together in a new land to see how they got 
along with one another. To what extent did they form bonds because they were 
immigrants and faced many of the same problems? To what extent did they clash 
because they were different? 
Along a similar path, it would be interesting to see if there were differences 
among the various ethnic groups in how they assimilated or resisted assimilation in their 
new country. Were some groups more successful in maintaining their language and 
culture than other groups? 
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Conclusion 
The purpose of this study was to explore and document the experiences of 
Spaniards who immigrated to West Virginia during the early part of the twentieth 
century and their descendants. Several thousand came to the state during the "New 
Immigration" period, drawn primarily by the promise of good jobs in the coal fields. 
However, their story has never been told, like so many stories of other groups that do 
not fit the paradigm of the dominant group: white, preferably Anglo Saxon, male, 
middle or upper class, Christian, English-speaking, without an accent, heterosexual. In 
short, women, people of color, the poor, working class, people with disabilities, gays 
and lesbians -- most of the people who have ever lived in the United States, but don’t 
seem to make the "official history" that children are taught in school. My goal was to 
write about the experiences of the Spaniards before their stories are lost forever. Mine 
is a small effort to fill a gap in the telling of the nation’s story, primarily in the words of 
the people themselves, along with records and documents about them. 
This study was significant for several reasons. First, as I have noted, it 
documents a chapter of this country’s history that has been largely ignored. Secondly, it 
can be used as an example of how to make the social studies curriculum more 
multicultural. Third, it challenges the narrow view of what it means to be an American 
and the "melting pot" as the only viable model for diverse groups of people to coexist. 
Fourth, the study also contributes to recognizing the rich ethnic diversity of this country. 
Through this study, we know a little bit more about who we are as a people and as a 
country. 
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When I began my work I intended to focus almost exclusively on oral histories 
with Spanish immigrants and their descendants and use documents only sparingly. I 
wanted to hear about their experiences in their words and give voice to a group that had 
been ignored for too long. After I got into the work, however, I realized how useful 
documents and records can be when researching people about which practically nothing 
has been written. They helped me tell a better story about the Spanish immigrants and 
more than complement their words. The documents and records, for instance, support 
that Spaniards came from many different provinces in Spain, but mainly from 
Andalucia, Galicia and Asturias. Most were young when they immigrated — 80 percent 
were under 30 -- and two thirds were single. Most of them were coal miners. Many 
lived in other countries (Cuba was a popular destination for Spaniards) and other states 
before making their way to West Virginia. A walk through an old cemetery provided 
more evidence that Spaniards were among the throngs of immigrants who settled in 
West Virginia early in the twentieth century and died young there. Ateneo Espanol 
records are evidence that the Spanish community thrived and intended to maintain its 
heritage while becoming an active part of the new country. Newspaper articles provided 
more information about the Spaniards. Photographs and other "family treasures," like 
birth certificates, national identity cards, passports, family histories and objects such as 
wine-making equipment all helped tell the story. 
Perusing these records and documents and other traces that the Spaniards left 
behind was fascinating and rewarding. They were pieces of history, long ignored 
history, that I could help bring to life. These types of evidence I used shows that even 
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among groups that seem invisible or forgotten, there probably is a lot of information 
out there waiting to be uncovered. 
The oral history interviews provide the real meat of the study. They tell us things 
that the documents and records do not, or dramatically expand on what the documents 
touch upon. Through the interviews, we learn some details about what life was like in 
Spain for the immigrants, why they left the country and happened to end up in the coal 
fields of West Virginia. They tell us about the constant struggle most had just to put 
food on the table, about the pain of prejudice, but also about the pleasure of making 
wine, the fiesta atmosphere of matanzas and the celebratory nature of the Ateneo 
dances. We hear details about the good and bad of going to school. We learn what it was 
like to be Spanish in West Virginia during that time. 
The study of the Spanish immigrants lends itself well to making social studies 
curriculum more multicultural on many levels, as I have shown using Nieto’s model 
from the beginning level of tolerance, to the highest level we can hope to achieve: 
affirmation, solidarity and critique. The experiences of the Spaniards could be used to 
introduce an oral history project in a social studies classroom regardless of the 
geographic area in which it is located because it is a universal example of a gap in our 
history. It is a largely unknown, untold story, one of many in our "official history." 
Students could do similar oral histories of their own families and communities and share 
them with one another. There are many stories out there waiting to be discovered, 
waiting to be told. A classroom of 25 students represents 25 stories that would tell us 
more about who we are as a people and as a country. 
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Epilogue 
I began conceptualizing this dissertation in December, 1996, after I completed 
my comprehensive exams and I started the actual research in February, 1997.1 had not 
been to Spain since 1989 when I returned from a one-year extended visit to search for 
my Hispanic roots. Doing the interviews, digging through the documents, and putting it 
all together made me yearn to go back to Spain. I returned there in July, 1998 for three 
glorious weeks and it was one of the most exciting experiences of my life. I visited the 
wonderful relatives I had met years earlier, which was very satisfying and enjoyable in 
itself. However, the most spiritually remarkable experience I had in Spain during this 
trip was my visit to my family’s hometown of Penarroya-Pueblo Nuevo. My mother 
died in 1981 and she had not been in contact with her family in Spain for several years 
prior to that. I had heard for many years that none of her relatives lived in Penarroya 
anymore, they were all gone, had left no addresses, and "nobody knew whatever 
happened to them." It all sounded kind of mysterious, but with no reason to believe 
otherwise, I left it at that and allowed this information to become part of my own 
family’s "official history." But like most "official history," this information also turned 
out to be wrong. 
Starting with a name and a general location of where one of my mom’s cousins 
had lived 30 years earlier - and encouraged by my anthropologist wife’s persistence - 
I was able to locate mom’s family again. Several of her cousins and their families still 
live in Penarroya-Pueblo Nuevo or the outskirts. As a matter of fact, many live in the 
same houses they have lived in for decades. When word spread that an American had 
returned to visit, they all gathered to greet me at a bar-cafeteria owned by my mother s 
209 
first cousin Antonia. I was able to spend only one evening with them, but it was 
wonderful. They were so happy that I had looked for them and found them. They treated 
me as if they had known me all my life. 
I met another branch of my mom’s family purely by accident when my wife and 
I asked a man who was closing his restaurant for the afternoon about the bus schedule 
from the new part of town (Pueblo Nuevo) to the old part (Penarroya). He said the last 
bus of the day had gone, but he was going to Penarroya in a few minutes and would 
drive us if we liked. Once on our way, I told him I was an American visiting my 
family’s hometown, hoping to find relatives if possible. I told him my great¬ 
grandmother’s name was Porras. "I’m a Porras," he said. My great-grandmother’s full 
name was Rosa Porras Robas, I told him. "Porras Robas sounds familiar. I’ll ask my 
father," he said. We agreed to meet at his restaurant that evening when he reopened. As 
soon as he saw me he quickly came up and said his father had told him that Rosa Porras 
Robas was his father’s grandfather’s sister, or great aunt. I think he was as excited as I 
was at making this completely unexpected connection to a distant relative. These are 
new family ties that I will maintain and nurture. I am determined that we will not lose 
track of one another again. I have sketched out a very rough draft of a family tree of 
both sides of my family and after this trip to Spain, which is a direct result of my 
dissertation work, I have many more names to add. 
A couple of weeks after I returned from my visit to Spain, I received an e-mail 
from my cousin Rafael Hidalgo in Madrid, which included pictures of his two children, 
Sandra and Rafael, hiio (junior). Rafael’s grandfather Florencio was a brother of my 
grandfather Cayetano. Florencio stayed in Spain, and that’s why Rafael is there. 
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Cayetano came to West Virginia and that’s why I’m here. It seemed almost surreal to 
receive an e-mail message from a relative in Spain, but very satisfying and comforting 
to realize that my connections to Spain and the family there are stronger than ever. 
This trip to Spain and the experiences I had there confirmed for me more than 
anything else that I had made the right decision when I decided to pursue this study for 
my dissertation. The story of the Spanish immigrants had been waiting for me to write 
it. 
211 
* 
APPENDIX A 
SOCIAL STUDIES QUESTIONNAIRE 
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A History of Spanish Immigration in West Virginia 
and the Implications for Oral History in Multicultural Education 
Questionnaire for Social Studies Contacts 
1. Please list all the grade levels in which students in your school district have classes in 
social studies, including history and other related subjects. 
2. Please list the textbooks used in social studies, including history and related subjects. Write in 
grade level, subject, title, author, publication date, and publisher, if possible. Use the back of 
the page if you need more space. 
Grade 
level 
Subject Title of the book Author Year 
of 
Publi¬ 
cation 
Publisher 
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3. Mark an X in the appropriate box(es) to identify what information about the following 
ethnic/cultural groups who immigrated to West Virginia during the early part of the twentieth 
century, or their descendents, is included in textbooks listed above. 
Group Number 
Immigrated 
Areas 
Settled 
Occupation/ 
Type of 
work done 
Cultural 
Activities 
(Le., food, 
celebrations) 
Other 
Information 
No 
Information 
at all 
Spaniards 
• 
Slovaks 
Russians 
Polish 
Irish 
Italians 
Hungarians 
Greeks 
Germans 
Other, 
Specify 
Other, 
Specify 
Other, 
Specify 
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4. If there are sources of information other than the textbooks about the following 
ethnic/cultural groups who immigrated to West Virginia in the early part of the twentieth 
century, or their descendents, included in the curriculum in your school district, mark an X in 
the appropriate box(es) to identify the source(s). 
Group Local 
histories 
Documents 
or records 
Supplemental 
readings I have 
identified 
Curriculum 
supplements 
Guest 
lectures 
Other, 
specify 
Spaniards 
Slovaks 
Russians 
Polish 
Irish 
Italians 
Hungarians 
Greeks 
Germans 
Other, 
Specify 
Other, 
Specify 
Other, 
Specify 
3 
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5. Are you aware o£ or do you have any knowledge of, the immigration of Spaniards to West 
Virginia in the early part of the twentieth century? 
NO YES 
How did you acquire this information? 
[Please circle all that apply] 
1. School texts 
2. Other school curriculum materials 
3. Media, including newspapers, tv, radio, 
magazines, and so forth 
4. Local histories 
5. Other, specify_ 
6. Would you use historical information about Spaniards who immigrated to West Virginia in the 
early part of the twentieth century in your classroom or your curriculum program, if it were 
available? 
NO 
u 
Circle the statement (s) that best describes 
your answer? 
1. It is relatively unimportant 
2. There is not enough time to include this 
information 
3. I prefer to focus primarily on what the 
textbook provides 
4. Other, explain briefly 
YES 
u 
How would you use it? 
[Circle as many many as apply] 
1. To supplement the West Virginia history 
curriculum 
2. To examine immigration issues 
3. To study different ethnic groups in West 
Virginia 
4. To address diversity issues 
5. To help students explore their own 
ethnic identity 
6. Other, explain briefly 
7. To what degree do you believe it is important for students in your school district to be 
knowledgeable of the history of Spaniards who immigrated to West Virginia earlier in the 
twentieth century? [Please circle the number of the statement that best reflect your feelings] 
Please explain your answer briefly 
1. Very important •___ 
2. Somewhat important 
3. No inion_ 
4. Not that important 
5. Not important at ll_ 
4 
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8. Does the Social Studies curriculum in your school district include current information about 
the different ethnic and racial groups who make up the population of West Virginia today? 
NO YES 
U 
Circle the appropriate ethnic, racial or cultural 
groups included. 
1. English 
2. Irish 
3. Germans 
4. Italians 
5. Polish 
6. Russians 
7. Scots 
8. Hispanics, specify nationality group(s). 
(Le. Cuban, Mexican, Puerto Rican, Spaniard, and 
so forth. 
9. Your ideas are extremely important to me. Please share any suggestions you have about how to 
use a history of Spaniards who immigrated to West Virginia, or any other feelings you have 
about the topic. Feel free to make suggestions about anything I may have missed, or about the 
questionnaire itself. Use additional paper if necessary. 
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I would appreciate your sharing with me how you describe yourself in terms of the following: 
10. Write 11. Circle 
in your your 
age U gender 
_ U 
1. Female 
2. Male 
_ 6. Greek 
7. French 
--- 8. Hispanic, list specific group, for example: Cuban, 
Mexican, Puerto Rican, Spaniard, etc. 
9. Other, specify__ 
12. Circle your race 
U 
1. White 
2. Black 
3. Asian 
4. American Indian 
5. Other, please specify 
13. Identify your ethnic or cultural group? 
1. English 
2. Irish 
3. German 
4. Italian 
5. Russian 
14. Write in your present job 
title(s) U 
17. Circle all the degrees you have obtained and write in the field of study 
for each. 
1. bachelor’s degree, field of study_ 
2. master’s degree, field of study 
15. Write in the number of 
years of teaching 
experience in social 
studies, including history 
or related areas. 
3. doctorate degree, field of study_ 
4. post-doctorate work, field of study 
5. other degree, specify below 
_, field of study 
16. Write in the number of 
schools in the district 
under your direction U 
18. Have you taken courses in multicultural education or related studies as 
part of your professional training? 
NO YES U 
Write in topics 
grade schools 
junior highs 
high schools _ 
_Please return the completed questionnaire to_ 
Tom Hidalgo, 75 Chapin Terrace, Springfield, MA 01107._ 
/ have provided a stamped, self-addressed envelope for your convenience. I can be reached at 
(413) 746-4338 or by e-mail thidalgo@educ.umass.edu. 
Thank you very much for your help. I sincerely appreciate your time and cooperation. 
6 
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INFORMED CONSENT FORM 
I, _, willingly agree to complete the questionnaire. Tom Hidalgo, 
the researcher, has explained the project to me as follows: 
PURPOSE 
The primary purpose of the questionnaire is to learn more about how a history of Spanish immigrants can 
be used in education, and to what extent, if any, this information is currently being used. The researcher is 
writing such a history and would like to gather ideas on how educators could use it. The questionnaire also 
will ask general information about my educational background and familiarity with the topic of Spanish 
immigration. 
PROCEDURES 
I will be asked to complete a written questionnaire and return it to the researcher. 
RIGHTS 
I have the right to participate or not without prejudice. The researcher will share with me the aggregated 
material gathered from the questionnaire. 
CONFIDENTIALITY 
My identity will be kept confidential. Neither my name nor the school district in which I work will be used 
in any way. The results will be published only in aggregate form and identified only as coming from social 
studies educators in West Virginia school systems. 
RESULTS 
The researcher will use the information from the questionnaires in a doctoral dissertation he is working on 
at the University of Massachusetts-Amherst, School of Education. The information also may be used in 
future publications, including articles and books, and in public presentations. 
BENEFITS 
By sharing my knowledge and ideas, I will make an important contribution to the field of education. 
Name___ 
Signature___Date__ 
I can contact Tom Hidalgo, at (413) 746-4338, or through email at thidalgo @ educ.umass.edu. 
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November 28, 1997 
Ken Waddell 
105 South Railroad Street 
Philippi, WV 26416-1177 
Dear Mr. Waddell, 
My name is Tom Hidalgo and I am a doctoral candidate in the School of Education at the 
University of Massachusetts-Amherst. I grew up in West Virginia as the grandson of Spanish 
immigrants. During the early part of the twentieth century, thousands of Spaniards immigrated to 
the state, drawn by the coal fields and other industries. Because so little has been written about 
the Spanish immigrants, I am concentrating my doctoral research in this area. The title of my 
dissertation is “A History of Spanish Immigration in West Virginia and the Implications for Oral 
History in Multicultural Education.” 
One part of my research will be to compile a history of Spaniards who came from Spain to West 
Virginia by conducting in-depth interviews with immigrants and their children and by studying 
various documents and records. The other part of my research will be to explore how this 
information can be used in education. As a professional in the field of social studies education 
your knowledge and ideas are critical to me. I would appreciate your completing the enclosed 
questionnaire and returning it to me in the stamped, self-addressed envelope I have provided. It 
would be helpful to have your completed questionnaire returned to me by December 22, 1997. 
Your responses will be completely confidential. I am including an informed consent form. Please 
read the form, sign it and send it back to me with the completed questionnaire. When I complete 
my study, I will be happy to share a summary of the results with you. 
Thank you in advance for your help. If you have any questions about my research, please call me 
collect at (413) 746-4338. My email address is thidalgo @ educ.umass.edu. If you have an e-mail 
system with capacity for attachments, I will be happy to send you an electronic copy of the 
survey. In this way, you can fill it out in your word processor and return it to me. 
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ORIGINAL 
(To bo reUlned by 
Clerk of Court) 
UNITED STATES OF AMERICA 
DECLARATION OF INTENTION 
(Invalid for all purpose* aeven year* after the date hereof) 
STATE OF TOST VIRGINIA 
No. 1310 
COUNTY OF RALEIGH 
in om.Circuit.. ____Court 
./ Raieigli.Cflun.ty..«.B.e.ckleyA.JA„Va.__ 
(1) My hilt, true 
(2) My present 
(4) I un .3-8-.- .......... 
(6) My personal description Is os follows: 6ex . ... 00lor WnFt® 
color of hair .Black;,...., height ...5.... feet_„... [nebra, weight . 15Q 
race . _Khite..... ptreent nationality . Spanish._ 
17) Um ... JlO.trnarTlcd; the o»m« of my wife or husband Is _ 
pounds, risible distinctive marts 
"Spain 
(CVwotr. awvA. am. wu'fiy rW <Ow»Vr>*‘ 
SJIlfctat 
--- --; wr were married on . 
A t he O f fthi W M bof Q A1 eeewMaMeeaa.aeeeeeeese 
(dV7 m M«w (feeaa m ry) CCHa or t»wvi 
00 ........; and entered the United EUUe et.... 
(Meeiai (Day) (TrwI 
on .........................for permanent residence In the United States, And now resldoe it .... 
IkM'U <£>oy) <Toa#l iCKr m • *0 (On«U Ml ltaM) 
(S) 1 bare .-HQ..- children; end the name, eti, date end piece of birth, end prceent piece of reeldrnco of eecb of *ald children who l« 1!rItvp. ere u follows: 
(MaatU 
(Cai*ty, dbtm. mn»M. «* Mata) 
(Or «* CaanO 
<CKj) (Y-mrl 
(Cataar) 
.................... ............ m * ’*"*11^ ••••••• ^ ••♦x* ^ y.* ........ ................. 
CD) My last placa of forcin' residence was.i.^M®?naS_j...Ail**®.?.... .Jr..... (10) I emigrated to the United State* from 
. _ • p » (CH| (Oaa^y. arafi. m >uai (Ckaatnl 
fl lTTlPT^R- Sp3.TTl-^ - (11) My lawful entry for pcnnaocnV,residence In the United States was __ . _ ermanent t 
.MlLJoxk'r^- _m_,.y -.... J.uan..flbeda 
. Oetobeflgmgig_..jr.SS_totPfl.i.o..feope?. (Maatu (Oar) (Y«»t , (>’**» W m— d m atbas SMWWW od taaiayaa^l 
(111 finer my lawful entry for permanent residence 1 bare .HQI*. been absent from the United Ftales, fer a period or periods ol C months or longer, as follows: 
DF.IVARTED FROM TDK UNITED STATES RETURNF.D TO TTIK UNITED STATES 
roar 
Dark 
(Month, day, 
year) 
Vxasit o« Ontxa Mum 
or CoxVSTANCE Toar 
Dart 
(Moolh, day, 
year) 
Vessel on Oriiaa Mkaxa 
or Coxvivaxc* 
(13) J hare ...J[1.0iti*rrtoforr made declaration of Intention: No. .. 
________........ In the 
on.......at. 
Ulwt*> I Devi <Ym> (Cay a* 
(Nam* «4 aa«V 
(14) It Is my Intention In rood faith to beoome a dtlxen of the United Btatna and to realdt permanently tberelo. (IS) 1 wUl. before brine admitted to rttlaeosblp, 
renounce absolutely and forever all allegiance and fidelity to any foreign prtno», potentate, state, or sovereignty of whom or which at the time of admission to nutensliip 
1 may be a subject or cltlien. (16) 1 am not an anarchist: nor a believer In the unlawful damage. Injury, or destruction ol property, or sabotage: nor a disbeliever In 
or oppoeed to organised government; nor a member ol or affiliated with any organisation or body of persons teaching disbelief In or opposition to orgaoised government. 
(17) 1 orrtlfy that the photograph affixed to the duplicate and triplicate hereof Is a liken**, ol me and was signed by me. 
1 do rwrar (affirm) that tbe statements I bars made and the Intentions I bar* expreeaed In this declaration of Intootlon subecrlbcd by me are true to the best of 
my knowledge and belief: SO HELP ME QOD. « • 
Bubeerfbed and rw 
i «kh>e itlmtav. *Im mm a»M * mC 
'(affirmed) before me In the form ol oath shown above In the office of the 
(DO NOT ATTACH PHOTOGRAPH TO THU 
COPY Of DECLARATION) (BEAL] 
Clerk of saJd Court, d*C. 3.eckley4..1.es.tt..Virgiuia. 
thti ...Sir)... day of __ acoo rn>mini ISM? ) hereby certify that 
Certification No.' .9.:35333. from Um CommlMsow of Immigration m<j Natural It eOoo. 
tbo«tOf (he lawful entry for parmanant rwldenoe of Um declarant above rumeO on tha data ruled Id 
Ibh declaration of intention, bar boon received b/ me, and that tbe pbotocraph aUlied lo lie dupJxwu 
and triplicate hereof 1» a likooem of Um declarant. 
_L.YMIHUNIIH___ 
Ovrwm.Circuit_^.^.„ 
_ »7 
yorm 14*611 
u. S. DEPARTMENT OF JUSTICE 
IMMIGRATION AND naturalization sotyk* 
fip*l| cirri. 
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Number of Spaniards Working in West Virginia Mines in 1921 by County 
Raleigh 557 
Logan 467 
Mingo 205 
Mercer 169 
McDowell 162 
Harrison 152 
Marion 127 
Fayette 121 
Monongalia 80 
Wyoming 44 
Brooke 41 
Boone 19 
Clay 16 
Taylor 13 
Upshur 10 
Barbour 6 
Lewis 4 
Marshall 2 
Preston 1 
Wetzel > Monongalia 
fv \ Marion \ / lorgarr^ 
v /feerkele' Preston 
( Harrison Hampshire Doddridge Wood 
Ritchie \ Barbour Tucker 
Lewis 
\ Gilmer 
\Jacksonv^—'Calhoun 
Upshur Randolph 
Mason 
Roane Braxton Pendleton 
Putnam Webster 
Cabell Kanawha 
Pocahontas, Nicholas 
Lincoln Wayne 
Boone V; Fayette 
Greenbrier 
Raleigh 
immers Monroe, J Wyoming 
Mercer McDowell 
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23 de abril de 1939. 
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Mr. Jose Miguel Marquez, City Health Inspector 
Certificate: Josefa Lopez Plaza is married to 
Francisco Ubeda Guirado, who is her sponsor 
(elder). They have two children, Mercedes 
Ubeda Lopez and Juan Ubeda Lopez, eight and 
four years old respectively. I certify that 
they have been seen by me and that they are of 
good health and free of contagious diseases. 
Certified and signed in Tabernas on September 14, 1910 
by Jose^ Miguel. 
CERTIFICATE STAMPED BY 
HEALTH DEPARTMENT 
TABERNAS 
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West Virginia 
State Compensation Commissioner 
Lee Ott 
Commission!* 
Workmen's Compenuation Pund 
Charleston 
F. J.McAndrews 
SECRETARY 
Augus t 10, 1921. 
^ohn Vheda, 
Fireco, W.VA. 
Dear Sir*' 
On claim 2776-24 you are awarded Sl2. 
per week:-or 160 weeks commencing one week after 
you ceased work as a result of your injury, 
your injury being considered a 40 per-cent disa¬ 
bility, chedk for compensation due being mailed to 
you in a few days in care of your employer* 
Payment of bill of $96*00 submitted 
by you is refused, this not being payable according 
to provisions of our compensation law. 
Very truly. 
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